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ABSTRACT
THE ROLE OF AUTHENTIC LEADERSHIP AND INTERPERSONAL
TRUST IN THE LANGUAGE DEVELOPMENT SUCCESS OF MIDDLE
SCHOOL ENGLISH LANGUAGE LEARNERS
Tracy Renea Taylor, Ed.D.
Department of Leadership, Educational Psychology, and Foundations
Northern Illinois University, 2016
Elizabeth Wilkins, Director

The current research on second language acquisition suggests that it takes between 5 and 7 years
of schooling in a bilingual education program for full academic proficiency in a second language
to be attained. This quantitative study focused on students who, after more than 7 years in a
bilingual education program, had yet to meet the criteria for being considered fully English
proficient. This study examined middle school English language learners’ perceptions of their
teachers as authentic and trustworthy leaders in an effort to identify two variables that might
contribute to the students’ continued status as limited English proficient. Additionally, this study
examined the relationship between the participants’ scores on a test of English language
proficiency and scores on a test of reading skills in an effort to identify whether better English
language skills necessarily predicted better reading skills. Although results did not show a
statistically significant relationship between the participants’ perceptions of their teachers as
authentic and trustworthy leaders and the participants’ English language proficiency scores, a
positive statistically significant relationship was found between the participants’ English
language proficiency scores and their reading skills scores. Considering the strong link between
English language proficiency and reading skills, the findings suggest that future research needs

to be done to identify ways to support the English language development and academic success
of limited-English-proficient middle school students.
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CHAPTER 1

INTRODUCTION TO THIS STUDY

Teaching has often been referred to as both a science and an art (Marzano, 2007). It gets
its view as a science from the myriad research that exists on components of effective teaching,
such as empirical evidence of what works in classrooms. For example, in Charlotte Danielson’s
framework for teaching, there are four domains of effective teaching: planning and preparation,
classroom environment, instruction, and professional responsibilities (Danielson, 2007). Yet
teaching is considered an art because teachers must also know how and when to use specific
teaching strategies as well as understand how to interact with their students in order to be
effective (Marzano, 2007). In fact, according to several studies cited in a comprehensive review
of the literature on effective schools (Haycock, 1998; Marzano, 2003; Nye, Konstantopoulos, &
Hedges, 2004), the one element that emerged as being the most influential was having effective
teachers within those schools. Effective teaching was looked at through the lenses of student
achievement and the classroom environment in those studies.
The ability to create positive environments is especially important for teachers of students
who are second language learners because an essential condition of acquiring a new language is
feeling safe enough in the classroom environment to do so (Krashen, 1982). According to
Krashen’s second language acquisition theory, every student has an internal affective filter. This
mechanism filters the amount of comprehensible input (new language) that actually reaches the
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part of the brain responsible for language acquisition. A student’s filter can be higher or lower
depending upon the level of motivation, self-confidence, and/or anxiety he or she feels during the
language acquisition process. The classroom teacher has the most direct responsibility for
lowering students’ affective filter.
Further research supports the idea that teachers perceived as highly trustworthy by their
students are more successful at helping students learn (Bankole, 2011; Corrigan, Klein, & Isaacs,
2010). Interpersonal trust, as its name suggests, refers to the trust that exists between two or
more parties. In order for one party to trust the other, there must be a sense of predictability and
dependability (Rempel, Holmes, & Zanna, 1985). Highly effective teachers are skilled at
establishing trusting relationships with their students. Many factors are associated with trust and
(in particular) leader-follower trust. With respect to teaching, teachers can be seen as the leaders,
and students can be viewed as the followers. One factor associated with interpersonal trust that
has been minimally studied in the field of education is the concept of authentic leadership
(Begley, 2001; Bird, Wang, Watson, & Murray, 2009, 2012; Branson, 2007; C. Wang & Bird,
2011).
Authentic leadership is a multidimensional concept that, in its simplest form, relates to
consistency between values and actions (Cranton & Carusetta, 2004). Like interpersonal trust,
its success hinges on the perception of the leader being viewed as dependable by the follower.
In relationship to teachers, this means that teachers who are perceived by students as highly
authentic seem to demonstrate behaviors that align with the opinions and expectations the
teachers espouse. Additionally, when faced with making difficult decisions, authentic leaders
value doing what is right and just for all stakeholders (Avolio, Gardner, Walumbwa, Luthans, &
May, 2004).
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Authentic behavior and trust are two elements crucial to any relationship but especially to
relationships with second language learners. The participants in this study were middleadolescent second language learners. During middle adolescence (the developmental period
between puberty and adulthood), children between age 12 and 18 experience substantial shifts in
their social development (Blume & Zembar, 2007). Also during this stage, children’s
interpersonal understanding and social skills are shaped, and they feel an intense need to
maintain close relationships outside of their families. Thus, it can be assumed that perceived
authentic leadership and interpersonal trust have important implications for middle school
teachers’ ability to enact change in their students who are also in the process of acquiring English
as a second language (ESL).
Arguably the most important shift teachers facilitate is students’ academic growth. Over
the course of a school year, it is the teacher’s charge to ensure that all students are making gains
and achieving established performance benchmarks. Research exists that links authentic
leadership and high levels of trust to greater achievement of performance outcomes in many
fields outside of education (Avolio et al., 2004; Wong & Laschinger, 2013; Zamahani, Ghorbani,
& Rezaei, 2011). However, there is limited research that examines these constructs’ relationship
to student performance gains and no research that examines these constructs in relation to second
language learners’ English language proficiency gains. To confirm that it is of value to study
factors that may influence English language development, this study also examined the extent to
which middle school second language learners’ scores on a test of language proficiency related
to their scores on a test of literacy skills (i.e., reading comprehension and vocabulary use). This
dissertation contributes to the research done on authentic leadership and interpersonal trust in the
education setting.
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Conceptual Framework

This study is grounded in four main constructs: the acquisition of a second language, the
elements of authentic leadership, the development of interpersonal trust, and lastly, the
development of high follower performance. Figure 1 provides a visual representation of the
hypothesized relationship of the variables that were examined in this study.

Second Language Acquisition
Krashen’s (1982) theory of second language acquisition is the lens through which middle
school students’ English language development is discussed in this dissertation. This theory is
comprised of five hypotheses about second language acquisition: the acquisition-learning
distinction, the natural order hypothesis, the monitor hypothesis, the input hypothesis, and the
affective filter hypothesis, all of which are expounded upon in Chapter 2 of this paper.

Elements of Authentic Leadership

Authentic leaders are able to effectively respond to situations and dilemmas that arise
within their organization while remaining true to their core self. The ability to do this, according
to Chan, Hannah, and Gardner’s (2005) theory of authentic leadership, has several intrapersonal
and interpersonal implications. These implications, as they relate to teachers and students, are
also described in greater detail in Chapter 2 of this dissertation.
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Second Language Acquisition

Figure 1: Model of conceptual framework.

Interpersonal Trust Development

Another key factor of this study is the concept of trust. Authentic leadership has been
linked to follower trust; however, an understanding of how trust between two entities is
developed requires a more in-depth discussion of the components undergirding trust. This study
used Rempel et al.’s (1985) conceptualization of interpersonal trust as the foundation for
examining middle school English language learners’ (ELLs’) trust in their teachers.
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In Rempel et al.’s (1985) theory of interpersonal trust development, trust is comprised of
three components: predictability, dependability, and faith. In order for these components to
exist, four major conditions must be met. The three components of trust and the four conditions
necessary for them to exist are detailed in Chapter 2 both in broad terms and as they relate to
middle school teachers and students.

Problem Statement

Each year, as part of a requirement of the Illinois Administrative School Code, all
students who have been classified as limited English proficient (LEP) must take a criterionreferenced assessment that measures their progress towards full academic and social English
language proficiency. A student’s initial classification as LEP is based upon the results of a
screening that is done when he or she first enters the public school system. A student will
continue to be classified as LEP until such time that he or she obtains the necessary proficiency
score on the aforementioned assessment, Assessing Comprehension and Communication in
English State-to-State for English Language Learners (ACCESS for ELLs). According to a
prominent theory on second language acquisition, most students can be expected to acquire a
second language within 5 to 7 years (Krashen, 1982). For example, a student who enters a
bilingual education program in kindergarten should theoretically meet the criteria to exit the
bilingual education program as early as fourth grade and as late as sixth grade. In reality,
however, there are some students who enter middle school (seventh and eighth grade) without
having met the criteria to exit the bilingual education program. In the case of School District 219
(pseudonym and site of this study), there were 364 students who fell into this category. Why
hadn’t these students exited the bilingual program yet? Might there be some commonalities
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among these students that had yet to be identified? And what implications did their lack of
English language proficiency have on their achievement on high-stakes standardized tests that
measure their literacy skills in English?
For several years, District 219 had seen little success in its middle school ELLs’ reading
scores on the elementary-level state standardized test, the Illinois Standards of Achievement Test
(ISAT). From 2009 to 2012, the percentage of eighth-grade ELLs meeting or exceeding state
standards in reading increased from 32.9% to 51.6%. In that same window of time, however, the
percentage of seventh-grade ELLs meeting or exceeding state standards in reading actually
decreased from 26.5% to 22.6%. In addition, though monolingual, English-dominant students
did not fare much better in terms of growth during the same time frame (both seventh- and
eighth-graders’ scores only increased by about 1% between 2009 and 2012); what cannot be
overlooked, however, is how wildly discrepant their academic achievement was compared to that
of the ELLs. In 2012, 84.0% of seventh-grade monolingual, English-dominant students met or
exceeded the state standard in reading and 90.3% of eighth-grade monolingual, Englishdominant students did the same, compared to 22.6% and 51.6%, respectively, of seventh- and
eighth-grade ELLs (Illinois Interactive Report Card, 2015). (Note that in 2013, the state of
Illinois changed the way it scored the ISAT, so data from 2013 and 2014 do not align with data
collected prior to 2013.)
District 219 also measured students’ academic achievement through a local assessment:
the Northwest Education Association (NWEA) Measures of Academic Progress (MAP) test.
One of the benefits of the MAP test is that it allows districts to gauge the college readiness of its
students. According to research conducted by the NWEA, middle school students are likely to
be college ready if they fall between the 66th and 75th national percentile on the spring reading
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assessment. This percentile range is aligned to an ACT score of 24 (Northwest Education
Association, 2015). District 219’s 2014-2015 school year seventh- and eighth-grade students
were not on track to meet college-readiness targets in reading (District 219’s website).

Context for the Research Study

District 219 had done much and had earmarked many funds to support the language
development of its LEP students. Teachers of ELLs met monthly to keep abreast of the latest
research on bilingual education. Additionally, the district provided teachers with the opportunity
to attend conferences and seminars as a means of refining and improving their professional
practice. Bilingual education teachers new to the district also received professional development
from a mentor teacher as well as a district coach on how to create classroom environments that
support the development of English. The district’s focus on curriculum and instruction was
sound in theory; however, for a portion of its students who had been in the bilingual program for
several years, its efforts proved to not be enough.
One of the key strengths of any school district should be its teachers. If we assume that
the task before teachers is to create educational environments that ensure student learning and
growth (Danielson, 2007; Marzano, 2007), some teachers will be better at this than others.
Without an examination of the variables that can mitigate this variance, some students will get a
better education and make more gains than others (both academically and linguistically) simply
by the luck of the draw. The education of these students (who will become tomorrow’s leaders)
is too important to leave up to chance (Darling-Hammond, 2010). Studies have been conducted
that examine the relationship that school principals’ perceived authentic leadership and
trustworthiness have with teachers’ levels of performance (Bird et al., 2009; C. Wang & Bird,
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2011); however, no research exists that examines these same variables among teachers and
students. Given the extensive amount of time students spend in school with teachers, teachers
(and the relationships they have with their students) must be considered when examining the
significant factors in students’ English language development and how English language
proficiency ultimately relates to these students’ academic performance in reading.

Purpose Statement and Research Questions
The purpose of this study was to examine the relationship between middle school ELLs’
perceptions of their teachers’ authentic leadership, their trust in their teachers, and their
demonstrated English language proficiency. Additionally, this study sought to determine the
extent to which ELLs’ English language proficiency predicted their achievement on an
assessment designed to measure reading skills. To that end, the following research questions
guided this study:
1a. To what extent do middle school English language learners’ perceptions of their
teachers as authentic leaders predict students’ composite ACCESS for ELLs scores from
the 2014-2015 school year, provided they have been in a transitional bilingual education
program for 7 or more years?
1b. To what extent do middle school English language learners’ trust in their
teachers predict students’ composite ACCESS for ELLs scores from the 2014-2015
school year, provided they have been in a transitional bilingual education program for 7
or more years?
1c. To what extent do middle school English language learners’ perceptions of their
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teachers as authentic leaders and their trust in their teachers combine to predict students’
composite ACCESS for ELLs scores from the 2014-2015 school year, provided they
have been in a transitional bilingual education program for 7 or more years?
2. To what extent do middle school English language learners’ composite ACCESS for
ELLs scores from the 2014-2015 school year predict their achievement in reading,
provided they have been in a transitional bilingual education program for 7 or more
years?

Significance of This Study

Many studies examine leader authenticity, follower trust, and performance outcomes in
various settings (Bird et al., 2009; Hassan & Ahmed, 2011; C. Wang & Bird, 2011; Zamahani et
al., 2011), but no research exists that explores how all three of these variables relate in middle
school with teachers and students. Within middle schools, teachers generally have only about 50
minutes of contact time with their students. In that time, they need to teach a lesson, assess
student progress towards meeting the lesson’s objectives, and provide the support or enrichment
needed for each level of student readiness. The aforementioned tasks typically take up most of
the teacher’s time and attention; however, as the reviewed literature suggests, followers who
perform well on outcomes are often led by people who they regard as highly authentic and trust,
not simply leaders who perform the duties of their job well.
This study benefits both teachers and students in the middle school setting. Its findings
uncover a need for middle school teachers to have a deeper knowledge of the factors that could
be contributing to their middle school students having yet demonstrated full English language
proficiency. Additionally, this study is significant because of the setting in which it took place.
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No other research has been conducted to study the authentic leadership of middle school
teachers. Often in the literature, only school principals or superintendents are referred to as
leaders. Though the term “teacher-leader” is broadly used, it is most commonly used to describe
someone who is a leader among a cadre of teachers—not a leader of students (Teacher Leader
Model Standards, 2014). Teachers as leaders and change agents of classes full of students are
important to study. They have the most direct link to students, and it is student achievement that
is of the most concern in the field of education.

Definitions

For the purposes of this study, the following definitions should be referred to:
ACCESS for ELLs: The standards-based, criterion-referenced assessment utilized in the state of
Illinois and in this study to measure a student’s English language proficiency (Illinois State
Board of Education, 2015).
Authentic Leadership: “A positive moral perspective characterized by high ethical standards that
guide decision making and behavior” (Walumbwa, Avolio, Gardner, Wernsing, & Peterson,
2008, p. 92).
Bilingual Education: The broad umbrella under which program models such as transitional
bilingual education, dual language, and transitional program of instruction fall (Illinois State
Board of Education, 2015). This study is concerned with the transitional bilingual education
(TBE) program model.
English Language Learner (ELL): English language learner (ELL) has the same meaning as
limited English proficient (see below).
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English Language Proficient: A student in a bilingual education program model who has
obtained a composite proficiency level of at least 5.0 as well as a reading proficiency level of at
least 4.2 and a writing proficiency level of at least 4.2 on the ACCESS for ELLs assessment in
the state of Illinois (Illinois State Board of Education, 2015).
Limited English Proficient (LEP): Any student in a bilingual education program who has not yet
met the criteria for being classified as fully English proficient. A student must obtain a
composite proficiency level of at least 5.0 as well as a literacy proficiency level of at least 4.2 to
be considered fully English proficient in the state of Illinois. The literacy score is the average of
a student’s reading and writing scores (Illinois State Board of Education, 2015).
Middle Adolescence: “The developmental period between puberty and adulthood, roughly ages
13 to 18” (Blume & Zembar, 2007, p. 202).
Middle School: A school that is organized to incorporate curricula and instructional practices
specifically designed to meet the developmental needs of students ranging in age from 10 to 14
(Kellough & Kellough, 2008).
Transitional Bilingual Education (TBE) Program: “The Transitional Bilingual Education
(TBE) Program is a mandated full time program for students of the same language background
when there are 20 or more students, as required by law. The instructional goal of the program is
to meet academic achievement standards for grade promotion and to become proficient in
English” (District 219’s website, Transitional Bilingual Education section, para. 1).
Trust: “Trust is one’s willingness to be vulnerable to another based on the confidence that the
other is benevolent, honest, open, reliable, an nd competent” (Tschannen-Moran, 2004, p. 17).
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Methods

This quantitative study was conducted using survey research. Middle school LEP
students from District 219 were its participants. District 219 was a large suburban unit district in
the state of Illinois. The population of middle school students in District 219 was approximately
6,000 students in the 2014-2015 school year. Of those 6,000 students, 526 were LEP students in
the transitional bilingual education (TBE) program. I chose only middle school LEP students in
District 219 who had been in the TBE program for 7 or more years as the participants in this
study, given what the research says about the length of time it takes to fully acquire a second
language. Thus, the number of students who were asked to participate in this study was 364.
Two surveys were employed to measure students’ perceptions of their teachers’ authentic
leadership and to measure the students’ trust in their teachers. The results from the surveys were
analyzed through the use of multiple regression. Multiple regression allowed me to examine the
extent to which middle school ELLs’ perceptions of their teachers’ authentic leadership and the
students’ trust in their teachers predicted their English language proficiency scores during the
2014-2015 school year. Multiple regression was also employed to examine the extent to which
middle school ELLs’ English language proficiency scores predicted their achievement on a
standardized reading test. To be considered English language proficient, a student must have
obtained a composite proficiency level of at least 5.0 as well as a reading proficiency level of at
least 4.2 and a writing proficiency level of at least 4.2 on the ACCESS for ELLs assessment
(Illinois State Board of Education, 2015).
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Delimitations
This study was limited to examining only data about students’ English language
proficiency and reading achievement, though data existed about students’ academic standing in
math as well. Additionally, the participants in this study were only students who currently
attended middle school, even though students ranging in age from 10 to 14 are all considered
middle adolescents (Kellough & Kellough, 2008). If this study had included the entire range of
children considered middle adolescents, the scope of this study would have been too broad—
necessitating the inclusion of elementary schools and high schools. A further delimitation is that
this study sampled from only one school district.

Organization of This Study

This dissertation is organized into five chapters. The first chapter provides a general
overview and foundation for the importance of this study. Chapter 2 contains the conceptual
framework as well as a review of the existing literature pertaining to this study. The chapter
covers the following topics: second language acquisition theory; authentic leadership from a
social cognitive perspective; interpersonal trust theory; and empirical research about middle
school ELLs, authentic leadership, and trust in the school setting. The third chapter outlines the
research design of this study. It also includes a discussion of the methods of data collection and
analysis. In Chapter 4, the findings of this study are presented. Finally, Chapter 5 provides a
discussion of the research findings, implications, and recommendations for future research.

CHAPTER 2

LITERATURE REVIEW

This chapter, divided into four main sections, details the conceptual framework used to
shape this study that examines variables related to follower performance, specifically the
performance of middle school ELLs. Additionally, this chapter reviews the research on factors
associated with the academic success of middle school ELLs, as well as research on authentic
leadership and interpersonal trust as they relate to follower performance. The four major
sections are as follows: (a) Conceptual Framework, (b) Review of the Research on ELLs in
Middle School, (c) Review of the Research on Authentic Leadership and Follower Performance,
and (d) Review of the Research on Student Trust and Performance.

Conceptual Framework
The lens through which this study examined middle school ELLs’ performance is rather
complex. Two of the three concepts grounding this study (that of authentic leadership and
interpersonal trust), relate to follower performance in general. Both of these concepts are
discussed in great detail later in this section. The first theory that is examined in this conceptual
framework, however, is tied specifically to ELLs’ performance. That concept is second language
acquisition.
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Krashen’s Theory of Second Language Acquisition

Linguist Stephen Krashen is most notably known for his second language acquisition
theory (Krashen, 1982). This five-hypothesis theory has been cited extensively over the past
several decades (DaSilva Iddings & Jang, 2008; Ieong & Lau, 2011; Maletz, 2010; Payne, 2011;
Tricomi, 1986). The five hypotheses are the acquisition-learning distinction, the natural order
hypothesis, the monitor hypothesis, the input hypothesis, and the affective filter hypothesis that
ties the closest to the authentic leadership and interpersonal trust theories described later in this
chapter.

The Acquisition-Learning Distinction

The first claim made by Krashen (1982) is that there is a distinction between acquiring a
language and learning a language, and both children and adults are capable of doing both. When
learning a second language, people develop a conscious knowledge of the language. They are
explicitly taught grammar rules and how the language works. For example, students of English
learn fairly early on that adjectives are placed before nouns in the English language. Error
correction is also said to be useful in language learning. If an ELL asks, Can I drink water?
instead of, May I have some water? and the teacher corrects his or her grammatical error, it is
posited that the error correction will bring to the student’s consciousness the correct use of the
language.
Language acquisition, on the other hand, is what is known as “picking up” a language
(Krashen, 1982). The development of language in this process is subconscious. This is the way
in which people develop their first language. Most children and adults would not be able to

17
articulate the rules of their first language if asked to do so; they simply know it is being used
either correctly or incorrectly when they hear it. Krashen contends that second languages can be
acquired by both children and adults, which often results in near-native levels of second
language proficiency because of its implicit, subconscious nature. Most ESL programs in
elementary and middle schools, however, are designed as language-learning models.

The Natural Order Hypothesis
Simply put, Krashen’s research (1982) suggests that there exists a general, predictable
order in which the acquisition of grammatical structures occurs, no matter the language. In most
cases, certain structures of a language are acquired earlier than others. While research has been
done to determine the “average” or most typical order in which people acquire a second
language, Krashen cautions ESL curriculum developers against using this prescribed list as the
sole basis for creating a curriculum. Rather, it is of greater importance to define sets of
grammatical structures that can be grouped together as learnable at a given stage of language
development—something that can be explicitly taught and portable— something that the learner
is developmentally ready to apply and accurately use. How students, especially newcomers,
perform on tests of second language proficiency is largely related to the manner in which the
second language is taught.

The Monitor Hypothesis
As previously discussed, Krashen’s theory distinguishes between language acquisition
and language learning. In his monitor hypothesis, Krashen claims that language learning has
only one function: to serve as the editor, or monitor, of language production (Krashen, 1982,
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1988). Because language learning is associated with the grammatical rules of a language, the
monitor hypothesis suggests that second language learners utilize those learned rules before they
speak, Is that the right word choice?; before they write, Will that word make sense?; and after
speaking and writing. This is self-correction. According to Krashen, second language learners
can only apply this skill of monitoring language production when three conditions are met. First,
the learner needs sufficient time to think about what the grammatical rule is and how to properly
use it. Given that prolonged pauses in natural conversations might interrupt the flow of the
discussion, second language learners should not overly use monitoring. The second condition is
for the learner to focus on the correctness of his or her speech. If a student, for example, pays
little attention to how what he or she is saying sounds, that student would not be able to use
monitoring simply because of a lack of awareness. Lastly, in order to monitor language
production, the learner must know the grammatical rule in the first place. This makes the case
for language learning. While language that has been acquired allows for subconscious
production of the language, without language learning—the explicit knowledge of how a
language operates—language learners will not be able to self-monitor. Thus, it is essential that
second language development programs in schools provide for both processes.

The Input Hypothesis

The input hypothesis seeks to answer the question of how exactly we come to acquire a
second language (Krashen, 1982). This hypothesis is also commonly referred to as the i + 1
hypothesis, where i represents a language learner’s current stage of language development and i
+ 1 refers to the next level in advancement (Crawford, 2004). According to this hypothesis, “a
necessary (but not sufficient) condition to move from stage i to stage i + 1 is that the acquirer
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understand input that contains i + 1, where ‘understand’ means that the acquirer is focused on the
meaning and not the form of the message” (Krashen, 1982, p. 21). It might seem
counterintuitive for someone to be able to understand something he or she has not yet been
exposed to; however, it is important to recall that language acquisition does not require formal,
explicit instruction. What is required in order for understanding to occur is something Krashen
refers to as comprehensible input. Comprehensible input is “messages in the second language
that make sense—ideally, just beyond the competence of the listener, who must strain a bit to
understand” (Crawford, 2004, p. 189). Teachers of second language learners can make i + 1
more comprehensible by employing a number of strategies such as tapping into students’
background knowledge; providing contextual clues; and interweaving the kinesthetic, auditory,
and visual modalities of learning into all instructional lessons. These strategies are part of a
teaching methodology known as sheltered instruction. When teachers of second language
learners place too much emphasis on teaching the form of language (the grammatical rules),
language learners spend more time trying to figure out the nuances of the language as opposed to
actually understanding content heard or read in their second language.

The Affective Filter Hypothesis
The fifth and final hypothesis in Krashen’s (1982) theory of second language acquisition
is the affective filter hypothesis. It states that language learners’ affective state (how they feel
during the language-acquisition process) relates to their language development. Some negative
attitudinal factors include low self-confidence, high anxiety, and low motivation to make
repeated attempts when practicing the second language (Crawford, 2004). Krashen refers to
these factors as the affective filter. When these negative factors are “in play,” they barricade (or
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filter) the ability for comprehensible input to be acquired and understood. This, in turn, slows
the entire language-acquisition process, a process that takes 5 to 7 years to fully develop even
under the most ideal circumstances. It is therefore imperative that all teachers of second
language learners are equipped with the pedagogical competence to lower their students’
affective filter and thus remove barriers to language acquisition. Crawford illustrates this point
when stating, “Teachers who encourage students’ attempts to communicate real message tend to
‘lower’ the affective filter. By contrast, calling attention to students’ errors is likely to heighten
their self-consciousness” (2004, p. 192). Positive teacher-student relationships are essential to
teachers successfully lowering their second language learners’ affective filter.
Krashen’s (1982) theory of second language acquisition is a multifaceted model used to
explain how various conditions combine to impact how children and adults acquire a second
language. This theory is grounded in five hypotheses. First, Krashen contends that a distinction
exists between acquiring and learning a language. Next, the theory suggests that there is a
natural order to the manner in which language is acquired. Krashen’s third hypothesis is that
second language learners develop the skill of self-monitoring their language production by
receiving explicit language instruction that he refers to as language learning. In Krashen’s fourth
hypothesis, he theorizes that second language learners must be exposed to comprehensible input
and must be provided the appropriate type of instructional support to move from one level of
language proficiency, i, to another, i + 1. Lastly, Krashen posits that second language learners
have an affective filter that exists during the language-acquisition process and can negatively
impact language acquisition when the filter is heightened. Some common elements of an
affective filter include high anxiety, low self-confidence, and low motivation. He further
suggests that affective filters can be either raised or lowered depending upon the environment in
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which language instruction is taking place. Studied in whole, Krashen’s theory provides a
comprehensive context for examining the factors and conditions associated with second language
development and the role teachers of second language learners play in this process.
Chan, Hannah, & Gardner’s Theory of Authentic Leadership

Authentic leaders are able to effectively respond to situations and dilemmas that arise
within their work setting while remaining true to their core self. The ability to do this, according
to Chan et al.’s (2005) theory of authentic leadership, has several intrapersonal and interpersonal
implications.
Being authentic means being committed to (and aware of) your value system and your
identity (Chan et al., 2005). Being an authentic leader requires not only this commitment but
also a commitment to having an awareness of the needs and expectations of one’s followers.
Being authentic is a state-like condition, which means that it is a construct that swings back and
forth like a pendulum (Avolio et al., 2004). Leaders are not simply authentic or not; however,
highly authentic leaders have high self-clarity and are motivated to consistently find ways to
manage themselves for the betterment of their workplace (Chan et al., 2005). One way,
according to several studies, that authentic leaders model these attributes is by leading with
transparency (Bird et al., 2012; Peus, Wesche, Streicher, Braun, & Frey, 2012; D. Wang &
Hsieh, 2013). Being a transparent leader is sometimes referred to as being an open book—
followers do not perceive their leaders to have hidden agendas, and what they see is what they
get. For example, teachers who are considered highly transparent are often the same teachers
who recognize that instructional accountability is the shared responsibility of both them and their
students. Transparency in teaching can take the form of openly communicating desired learning
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behaviors and holding oneself accountable for the instructional decision making that either leads
to improved student achievement or does not (Kellough & Kellough, 2008).
Authentic leaders are adept at leading transparently because they are concerned with
remaining true to their core values and thus are motivated by opportunities to verify that their
true self is being reflected in their actions. When followers detect this transparency from their
leaders, they respond with supportive attitudes and behaviors (Chan et al., 2005). Specifically,
“Authentic leaders positively impact the proximal outcomes of trust, predictability, and the
overall quality of leader-follower relations” (p. 24). These proximal outcomes serve as
moderators of distal outcomes such as follower performance. When these proximal and distal
outcomes are looked at together, they become the multiplied effect of authentic leadership.
Besides having a high level of transparency and awareness, it is also theorized that
authentic leaders process information in a balanced way (Chan et al., 2005; Gardner, Avolio,
Luthans, May, & Walumbwa, 2005). Their information processing is not driven by the need to
protect the ego. Instead, authentic leaders reflect honestly and openly about their strengths and
weaknesses from information collected through an analysis of follower reactions. In the case of
teaching, one type of follower reaction that is of great significance is student performance. A
middle school teacher who is an authentic leader might ask himself or herself, Looking at my
students’ scores, how did they respond to the instruction I gave? as opposed to asking, Why don’t
my students ever study enough for their tests? The teacher who asks the first question is
exhibiting an internal locus of control, placing responsibility for students’ outcomes on himself
or herself (Kellough & Kellough, 2008). This is an example of processing information in a
balanced way. Again, highly authentic leaders are concerned with self-veritable actions. This
self-truth acts as an unbiased frame of reference for how they fit into the social context of their
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organization (Bandura, 1986). As with transparency, leaders who employ balanced processing
are often perceived as authentic by their followers because they present the whole picture of
themselves as opposed to trying to conceal less appealing aspects. A teacher admitting that some
aspect of his or her instruction was not adequate in preparing students to meet a given benchmark
would be exhibiting authentic leadership behavior.
In addition to Chan et al.’s (2005) theory, other theorists have reached similar
conclusions about the nature of authentic leadership. For example, Kernis and Goldman (2005)
developed a multidimensional concept of authentic leadership that includes a leader’s awareness,
unbiased processing, behavior, and relational orientation. Kernis and Goldman contend, similar
to Chan et al. (2005), that authentic leaders utilize reactions to their decisions as insight into how
aligned their actions are with their core beliefs. Kernis and Goldman also contend that selfawareness leads to healthy functioning with followers because leaders who are reflective are
attuned to the motivation behind the decisions they make. Decisions focused on the best interest
of the followers lead to greater trust and confidence in the leaders. Translating this to middle
school teachers and students, teachers should be better able to develop healthy relationships with
their students when they are more self-aware and take time to think about how their decisions
might be construed by their students. A major factor in the academic success of ELLs in
particular is the extent to which their social/emotional needs are met such as feeling like they
belong or feeling emotional warmth from their teacher (Boone, 2013; Lopez, 2012). A reflective
teacher makes conscious efforts to be aware of the implications of his or her decision making as
it pertains to student development and performance.
The characterization of authentic leaders as transparent, self-aware, and able to process
information in a balanced manner is widely supported in the literature through several studies’
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use of an authentic leadership rating scale that measures each of these attributes and was
developed in part by one of the contributors to Chan et al.’s theory (Avolio & Gardner, 2005;
Avolio et al., 2004; Gardner et al., 2005; Ilies, Morgeson, & Nahrgang, 2005; Luthans & Avolio,
2003; Shamir & Eilam, 2005). The survey instrument that all of these studies utilized is the
Authentic Leadership Questionnaire (ALQ) that was created by Walumbwa et al. (2008). This
instrument has been validated by many researchers as being an accurate reflection of the key
components of authentic leadership; however, it has not yet been applied to measuring the
authentic leadership of middle school teachers.
Many components must fit together to bring about desirable follower outcomes. Overall,
authentic leaders are characterized in the theoretical literature as leading transparently, being
self-aware of what they value, acting in accordance with those values, and having a balanced
image of themselves as leaders. All of these concepts work together to shape how authentic the
followers perceive their leaders to be as well as to compel followers to eagerly commit to their
organization. In terms of the educational setting, this commitment could be in the form of
students putting forth great amounts of effort in class and being highly engaged, active
participants when they perceive their teacher to be an authentic leader. A strong commitment to
any type of work is often associated with a certain level of trust and belief that one can and will
be successful (Tschannen-Moran, 2004). As far as middle school students, they must trust that
their teachers will act in their best interest. The next section discusses trust development theory
and begins with a discussion of the definition of trust as it will be used throughout this study.
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Rempel, Holmes, & Zanna’s Interpersonal Trust Development Theory

Another key component of this study is the concept of trust. Authentic leadership has
been linked to follower trust; however, an understanding of how trust between two entities is
developed requires a more comprehensive discussion of the components undergirding trust. This
section first gives an in-depth definition of trust and then summarizes Rempel et al.’s (1985)
conceptualization of interpersonal trust, as this theory is the foundation for this study’s research
design.
Researchers have found that the concept of trust is difficult to define due to its
complexity. Many elements factor into the level of trust that followers have in their leaders, or
in the case of this study, the trust that students have in their teachers. A level of trust can
fluctuate over time, increasing or decreasing given the nature of the interactions between the
parties. A leader’s attitudes and actions can greatly impact the tenor of the leader-follower
relationship. Tschannen-Moran (2004), a leader in the study of trust in schools, developed a
definition of trust that is widely referenced in the field of education and that also serves as the
guiding definition of this study: “Trust is one’s willingness to be vulnerable to another based on
the confidence that the other is benevolent, honest, open, reliable, and competent” (p. 17). The
multifaceted nature of this definition of trust necessitates a brief description of how each facet
applies to teachers and students.
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Benevolence
Students’ trust in their teachers is facilitated in part by their perceptions that their teachers
are well-intended, supportive, and have their best interests at heart.

Honesty

Teachers who lead with integrity, honor their agreements, are true to themselves, and
accept responsibility create conditions that allow trust to develop between them and their
students.

Openness

Trust is nurtured when teachers make themselves vulnerable by not only sharing through
decision making and delegation of power, but also by sharing of themselves, allowing students to
glimpse their beliefs, thoughts, and emotions.

Reliability

Teachers who have a consistent management style do what they say they are going to do
and demonstrate a commitment to helping all students reach their academic goals.

Competence

Teachers who are characterized as competent display an ability to effectively problem
solve, ensure that high standards are being met, and maintain the overall functioning of their
classroom.

27
Rempel et al.’s theory of interpersonal trust (1985) contends that trust is developed in
stages. The stage of the relationship determines how the actions of the other party are
interpreted. In early stages, actions are taken at face value; trust is based solely on the behavioral
evidence presented. As time goes on, trust begins to hinge on the perceived motives behind the
actions of a party. This theory makes four major claims about how trust develops.
The first claim is that trust evolves over time from the collective interactions that the
parties have had with one another. Saying that trust evolves means that it merely changes form.
It does not necessarily imply that trust increases. Depending upon the parties’ interactions over
time, trust may wane. The findings of one study examining the relationship between college
students and their professors suggest that teachers who were consistently perceived as
competent, sympathetic, honest, and caring positively impacted students’ trust in them to provide
a well-managed learning environment (Shah & Inamullah, 2011). In this example, trust was able
to flourish because of the chain of positive interactions between teacher and student.
Next, Rempel et al. (1985) claim that trust develops through the dispositions each party
attributes to the other. Gregory and Ripski (2008) examined how students from an urban high
school with a high number of discipline referrals perceived teachers as trustworthy in their use of
authority. To get a sense of the strategies employed when responding to discipline matters in
classrooms, the researchers also interviewed and surveyed 32 of the teachers in the school, 17 of
whom were nominated by the students as effective teachers. In this study, 15 of the 17
nominated teachers utilized a relational approach to student discipline. This approach, which is
characterized as taking time to understand the concerns of students, was significantly predictive
of student trust in teacher authority. Gregory and Ripski’s findings suggest that trust impacts the
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development of positive interactions between teachers and students with a history of discipline
referrals and that there are particular teaching methods that yield higher levels of trust.
The third major claim of trust development is that the one party must be willing to put
himself or herself at risk of being injured by the other party, whether through relying on the other
party to follow through with stated promises or through means of self-disclosure. Teachers can
create trusting environments by including students in the decision-making process and giving
them opportunities to share their opinions without fear of ridicule or admonishment (TschannenMoran, 2004). Honoring students through greater student voice impacts their willingness to be
vulnerable. This vulnerability is at the heart of Rempel et al.’s (1985) third claim.
Lastly, Rempel et al. (1985) contend that trust is developed through feeling confident that
the other person in the relationship is acting with good intentions and benevolence. Recent high
school graduates who were interviewed regarding their experiences in their school’s ESL
program reported feelings of trust in teachers who attempted to bond with them outside of the
classroom and take an interest in learning more about their cultural background (Roessingh,
2006). These actions are examples of benevolence: acting in a manner that is supportive and
well-intended.
In this theory of interpersonal trust development, when all four of the above-described
conditions are met, trust is able to be developed. Similar to Tschannen-Moran’s (2004)
conceptualization of trust, Rempel et al.’s (1985) research suggests that trust is multifaceted.
When the facets are separated, they contend that trust is comprised of three components:
predictability, dependability, and faith.
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Predictability
Predictability of the other party’s behavior is enhanced through the continual recurrence
of their actions. Additionally, the ability to predict the other’s behavior increases with the
knowledge of the social parameters in which the relationship takes place. By that, Rempel et al.
(1985) mean that the more knowledge a party has about the accepted rules of behavior within a
context, the better the party can anticipate the outcomes associated with a given social exchange.
Also included in the idea of social parameters is an awareness of the rewards and consequences
related to the context of the relationship. In the middle school setting, the predictability of
teacher behavior increases when student actions or misbehaviors repeatedly result in the same
reward or consequence. For example, if a student new to a class notices that every time a
classmate arrives late to class, they must complete an extra assignment, the new student will
begin to be more and more certain that his or her teacher’s behavior will be easily predicted for
the entire semester.

Dependability
Dependability, much like predictability, is rooted in the parties’ past experiences with
each other. How dependable the other party is perceived to be relies mostly on “the sub-class of
behaviors that involves personal vulnerability and conflict of interests” (Rempel et al., 1985, p.
97). When, for example, a member of the relationship reveals intimate information about
himself or herself to the other member—a form of personal vulnerability—the subsequent
responses of the other member establishes a pattern of behavior that can become
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expected/depended upon. Over time, the accumulation of these responses results in greater trust
because there is a clear understanding of the other member’s dispositional attributes.

Faith

Faith is the last of the essential components of interpersonal trust. Unlike predictability
and dependability, faith is not directly predicated on past interactions and experiences (Rempel et
al., 1985). At times, there are situations that the members of a relationship are involved in that
occur unexpectedly. The situation might be so novel that past interactions with the other party
cannot be depended upon to determine how he or she will react. Additionally, in new situations,
there is no frame of reference for the rewards and consequences that may ensue from trusting the
other party. Without these things to rely upon, faith takes over. When people have a
commitment to maintaining the trust that exists in a relationship they have entered into, they
utilize faith during novel experiences to guide their actions as well as their thoughts about the
other party.
Research about interpersonal trust development is appropriate as the basis for this study
because of the context and groups that were this study’s focus. Schools are social settings in
which the “rules” of expected behaviors are clearly identified. Teachers and students enter into
relationships with each other at the beginning of every school year that will become filled with
social exchanges (Bryk & Schneider, 2002). These exchanges are at the heart of interpersonal
trust. Trust is built upon the interactions parties have with each other. In order for interpersonal
trust to fully develop, both parties must be willing to put themselves at risk of being injured by
the other party and feel confident that the other person in the relationship is acting with good
intentions and benevolence.

31
Review of the Research on English Language Learners in Middle School

This section reviews the literature on the factors associated with the academic success of
middle school ELLs. As the literature indicates, the success of these students is largely
dependent upon the characteristics of the schools they attend and the individual differences
between the students.
One of the most apparent factors associated with ELL middle-school-student success is
the quality and quantity of the instruction they receive. Many studies have examined the extent
to which making ELL middle school students active participants in their learning relates to their
academic achievement. As the findings of Wassell, Martin, and Scantlebury (2013) suggest, the
use of collaborative discussion structures in class to discuss issues impacting students has
beneficial implications for fostering community and supporting ELLs’ language development.
The development of the middle school ELLs’ English in this study occurred because the students
were getting practice using their English as well as hearing English spoken by their nativeEnglish-speaking peers. Additionally, the importance of building a strong sense of community
for ELLs cannot be ignored. A feeling of belonging helps to lower the affective filter, as
Krashen (1982) explains in his theory of second language acquisition. A safe and inclusive
learning environment is what ultimately led one seventh-grade ELL from a recent study to say,
“What I like is when we work together, we won’t have any negative perspectives or tease each
other” (Lau, 2013, p. 1). She and her classmates were engaging in an instructional practice Lau
refers to as Critical Literacy (CL). In CL discussions, the benefit to ELLs is two-fold: they not
only improve their listening and speaking skills in English but also develop the skill of thinking
critically in English about social issues relevant to their lives. CL discussions are a form of

32
reading engagement. In their study of fifth-grade Asian ELLs and sixth-grade Hispanic ELLs,
Taboada, Townsend, and Boynton (2013) found that reading engagement mediated the
relationship between the students’ English language proficiency and their general content
comprehension. These findings add to the research on motivational and cognitive practices that
support the academic development of ELLs.
One of the culminating results of ELL teachers’ efforts to deeply engage and involve
their students in learning is greater student self-disclosure. In a study of the perceptions middle
school ELLs and their teachers had on the instructional practices the teachers employed, Ajayi
(2006) found that when a pattern of including student perspectives was evident throughout an
entire school year, the middle school students were more comfortable providing their opinions
about the effectiveness of their teachers’ instruction. The findings from these studies support the
idea that teaching practices that incorporate ELLs’ voices greatly benefit their academic and
language development.
Another method of actively engaging middle school ELLs in order to build their
academic and language proficiency is through the use of prescribed instructional frameworks.
The sheltered instruction observation protocol (more commonly referred to as SIOP) is one of
the most recognizable models for helping students acquire a second language and make content
more comprehensible (Crawford, 2004). The SIOP model has eight components that, when used
in tandem and with fidelity, have been shown to raise student achievement. Its eight components
are often found written in the literature in the following order: lesson preparation, building
background, comprehensible input, strategies, interaction, practice and application, lesson
delivery, and lastly, review and assessment. Researchers from the Center for Research on the
Educational Achievement and Teaching of ELLs (CREATE), a national research and
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development center, conducted a study in which they examined the efficacy of the SIOP in
middle school science classrooms (Echevarria, Richards-Tutor, Canges, & Francis, 2011). In
their experimental design study, they found that the classrooms in which the teachers utilized the
methods and techniques from the SIOP had greater student performance in tests of academic
language and science content than those who did not. Indeed, students must have a deep
understanding of the content being presented in their classes in order for them to find success.
Neuman and Koskinen (1992) studied the effect of having captioned television as
comprehensible input on seventh- and eighth-grade ELLs’ incidental word learning. They found
that the students who received captioned television as a means of instruction yielded greater
vocabulary gains than students who watched noncaptioned TV, listened to a book that was read
aloud on the same topic as the TV show, or read a book on the same topic to themselves. The
more supports that were in place, the better the students fared. Furthermore, in a synthesis of
multiple studies that examined the reading comprehension of middle school ELLs, one of the
central themes Cisco and Padron (2012) discovered was that students’ performance could be
traced to the effectiveness of the instruction they received. As has been shown, the quality of
instruction ELLs receive is of much significance in their academic and language development.
Aside from the instructional practices middle school teachers of ELL students use, some
studies have also examined how individual differences in teacher attitudes and beliefs, as well as
certain school-wide programmatic structures, impact middle school ELLs’ learning. The goal of
Columbo, McMakin, Jacobs, and Shestok’s (2013) research was to test the hypothesis that highstakes testing and the degree to which middle school teachers felt prepared to teach ELLs would
combine to result in low measures of teacher hopefulness about making a significant difference
in their students’ learning. The researchers’ findings confirmed the hypothesis. The
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implications of teachers not feeling hopeful about the power they have to increase student
achievement are important to consider because less self-efficacious teachers often do not deliver
instruction as effective as teachers with greater self-efficacy (Marzano, 2007). Other researchers
have also sought to determine what factors impact instructional practices. Though Rader-Brown
and Howley (2014) did not examine self-efficacy in their study of factors that predict the
instructional strategies teachers use with ELL students, their findings revealed that teachers’
attitudes towards ELLs and the percentage of ELLs in teachers’ schools predicted teachers’ use
of research-based strategies designed specifically to support ELLs. The factors that predicted
teachers’ attitudes were their years of experience, bilingualism, and their perceptions of the
quality and quantity of the available school resources.
When schools are limited in the funds they can allocate for extra resources and materials,
they must often find other ways to support teaching and learning. Some schools do this through
purposeful partnerships with local entities to provide professional development or after-school
tutoring. In one study of middle school ELLs, for example, the researchers were interested in
examining the effect of teachers’ year-long professional development on their students’ science
and reading achievement on district-level and state standardized tests (Lara-Alecio et al., 2012).
The student participants received direct vocabulary instruction from their teachers. Additionally,
reading, writing, and technology were integrated into all in-class and take-home science
activities. The teachers of the student participants in the treatment group received on-going
professional development in the area of inquiry-based learning and were each given access to
university science professors as mentors. The findings from Lara-Alecio et al.’s (2012) study
revealed that the professional development resulted in greater achievement on the district and
state assessments by the middle school ELL participants. Other methods for providing support
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to ELLs involve using after-school programs. After-school programs offer additional support to
students in nonacademic, less formal settings. The purpose of London, Gurantz, and Norman’s
2011 study was to measure the effect participation in an after-school program designed to be
both academic and recreational would have on the English development of middle school ELLs
in the Redwood City School District of California. They found that the students who
participated in the after-school program made more gains on the language proficiency test
administered by the state than those ELLs who did not; however, the students involved in the
program did not necessarily reach the benchmark of full English language proficiency sooner
than the students not in the after-school program. In both studies, partnerships with local entities
proved beneficial to improving middle school teachers’ teaching and middle school ELLs’
learning.
This section of the paper has so far reviewed the literature on the characteristics of
middle schools that influence the academic development of ELLs. These have included teacher
instructional practices, individual teacher differences, and school-community partnerships. The
last aspect of schools that will be expounded upon in terms of its relationship to ELLs’ academic
success is schools’ attention to ELLs’ social/emotional needs.
Many studies have been conducted to measure the relationship between positive learning
environments and the achievement of ELLs. In her 2012 study of the moderating effects of
emotional warmth and instructional support on ELLs’ second language acquisition and reading
achievement, Lopez drew several salient conclusions. Lopez found that upper-grade elementary
school teachers who embedded opportunities for the sharing of student perspectives into their
instruction and encouraged higher level thinking, autonomy, and responsibility contributed
significantly to their ELLs’ reading achievement. She further concluded that emotional warmth
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was of particular importance for ELLs in dual-language immersion classes in which students
spend a portion of their school day receiving instruction solely in their second language. Lopez’s
findings suggest that teachers of ELLs must not only possess a high degree of contentarea/pedagogical knowledge but also be acutely aware of the qualities of teaching such as
emotional warmth that help make second language learners successful. According to the results
of one research study, this is especially true for female second language learners. Pappamihiel
(2001) studied the level of anxiety middle school female ELLs felt when it came to using English
in mainstream, general education classrooms. The girls in the study reported significantly higher
levels of anxiety in using English than their male counterparts. Pappamihiel concluded that this
was the case because in mainstream, general education classrooms, the importance of having the
language to engage in peer interactions and socialization is greater than in ESL classes. This
social pressure, she contends, is felt more in females than in males. The results of her study
suggest that general education teachers of ELLs need to be aware of how a mainstream setting
might impact female ELLs’ willingness to participate. Teachers must be prepared with strategies
for lowering their affective filter. When teachers and schools are not successful in lowering the
affective filter of ELLs, the consequences can be quite grave. In a study of ELLs who had
dropped out or had considered dropping out of high school, one of the key contributors to the
students’ decision was not feeling as though they belonged in the school as well as a feeling of
mistreatment by school personnel (Boone, 2013). Boone’s findings are especially important
because they shed light on the detriment that can arise from an inattention to ELLs’
social/emotional needs.
The school characteristics that influence middle school ELLs’ academic success include
their teachers’ instructional practices, teachers’ attitudes and beliefs, and the schools’ overall
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attention to their social/emotional needs. This section will now move into a review of the
research on the individual differences in ELLs that impact their academic success. These factors
are the ELLs’ native language proficiency, amount of schooling in their second language, and
their age.
In a review of studies conducted to determine the relationship between native language
(L1) literacy skills, second language (L2) proficiency, and L2 reading achievement, Clarke (1980)
concluded that a linear combination of native language literacy skills and English language
proficiency consistently accounted for a significant percentage of the variance in ELLs’ L2
performance on standardized reading tests in English. Other researchers have formed the same
conclusions based on their findings (Mahon, 2006; Schoonen, Hulstijn, & Bossers, 1998). Given
that L1 literacy and L2 proficiency combine to influence L2 reading achievement, it is therefore
imperative that ELLs receive instruction that is supportive of this. The findings of Rolstad,
Mahoney, and Glass’s (2005) meta-analysis of 17 studies examining the various instructional
programs for ELLs suggest that bilingual education programs are the most effective programs to
promote L2 academic achievement. Specifically, bilingual programs that are developmental in
nature—meaning they are designed to develop both L1 and L2 as opposed to transition students
away from L1 into L2—are most successful. Additionally, Cheung and Slavin’s (2005) metaanalysis of experimental studies of instructional models for ELLs revealed that instruction in
both the L1 and L2 were most effective in developing ELLs’ reading levels in English. Of
particular effectiveness for upper-elementary-grade ELLs were instructional models that
incorporated co-operative learning structures and emphasized vocabulary development. Because
language proficiency in the second language is so important to developing content-area
proficiency, we again see why it is necessary for schools to create optimal conditions for
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language development and for teachers to be well-versed in ESL methodologies as well as have
strong relationships with ELLs. A student’s native language proficiency upon entering a school,
however, is something that teachers and schools do not control. To understand what impacts
students’ L2 proficiency, we must look to their prior formal L1 education and the extent of their
education in the L2 setting.
Two of the individual differences among ELLs that account for their academic success
are the amount of prior formal schooling they have had in their native language and the amount
of time they have lived in the L2 community. In a mixed-methods study of ELLs from five
school districts across the nation, Thomas and Collier (2002) sought to determine the factors that
led to high levels of academic achievement in English. Though many factors were found to
impact students’ academic achievement (for example, bilingual education, as opposed to
English-only education, and socioculturally supportive schools), the greatest predictor of these
ELLs’ academic achievement was the amount of formal education the students had received in
their L1. Sometimes students have had little prior formal education in their native language but
have spent many years immersed in their second language. In a 2008 study of factors that
explain the English language proficiency of adolescent first-generation ELLs, Carhill, SuarezOrozco, and Paez concluded that the amount of time the students spent speaking English in
social, informal settings predicted their academic language proficiency scores. The longer the
students had been using English, even only in social settings, the higher their academic language
proficiency. These findings support research on second language acquisition that says basic
interpersonal communicative skills (BICS) develop first and help nurture cognitive academic
language proficiency (CALP; Crawford, 2004). In a study that also examined length of time as a
significant factor in ELLs’ English language proficiency, Chen, Ramirez, Luo, Geva, and Ku
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(2012) found that the number of years students resided in the L2 community was significantly
related to their noncognate vocabulary development when the researchers compared the Englishvocabulary knowledge of Spanish- and Chinese-speaking ELLs. The distinction between
cognate and noncognate vocabulary was made because many words in Spanish have cognates in
English, but this is not the case with Chinese. When cognate-vocabulary knowledge was
measured between the two groups, length of residency was not significant. It is essential for
teachers of ELLs to know the backgrounds of their students because a strong depth of knowledge
in an L1 can greatly benefit students in their L2 due to the transferability of many reading
comprehension skills across languages. It is furthermore important that teachers of ELLs
recognize the length of time their students have been immersed in the L2 community to better
understand the students’ content and language readiness to participate in an English-only
classroom.
Though many factors have been expounded upon thus far that relate to the language
development and academic achievement of ELLs, perhaps the most important factor to consider
is the age of the student because according to the research, there exists a negative correlation
between an ELL’s age and his or her success in school when compared to their English-onlyspeaking peers. Hakuta, Butler, and Witt (2000) found, for example, that the gap between
English-only students and ELLs’ academic English language proficiency widens with each
passing year. In their study, Hakuta et al. noted that full academic proficiency can take up to 7
years to develop. Every year an ELL spends trying to attain full L2 proficiency is another year
that native English speakers are expanding upon their already-developed English skills and
applying them to novel areas of study. This harkens back to the need for ESL instruction to not
only focus on language development but also, at the same time, to develop ELLs’ CL skills (Lau,
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2013). Abedi (2004) reached similar conclusions about the performance gap between ELLs and
non-ELLs. His research suggests that the gap widens because of how much the language
complexity increases in the instruction and assessments found in the upper grades. As Fang
(2008) points out, the language present in expository reading—the genre of reading most
prevalent in the upper grades—is much more technical, abstract, and content-dense than the texts
ELLs encounter in the primary grades. Without purposeful and pedagogically sound ESL
instruction from caring, attentive teachers in socioculturally responsive schools, ELLs will not be
able to close the gap. Because language proficiency is imperative to doing well on achievement
tests in a given language, second language learners are going to have lower scores to begin with
than most English-only students. If schools and teachers do not do enough to close this gap in
the ELLs’ years of formal education that follow, the gap will likely increase or, at best, remain as
is.
Many factors have been shown to significantly correlate to middle school ELLs’
academic success both in the development of their second language and in the application of that
language in content-area achievement tests. School characteristics that contribute to this success
include teachers’ instructional practices, individual teacher differences, school-community
partnerships, and schools’ attention to the social/emotional needs of ELLs. Individual student
differences that contribute to this success include the student’s native language proficiency,
amount of school in the second language, and age of the student. In the section that follows, the
literature on authentic leadership, both in and out of the field of education, is reviewed and
discussed in relation to middle school students.
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Review of the Research on Authentic Leadership

The concept of authentic leadership is not limited to one field. In fact, research on the
topic is present in a wide range of fields. When examined collectively, the body of research
related to how authentic leaders impact their followers’ behaviors is considerable. However,
little research has been conducted on authentic leadership in education, and none was found on
teachers as authentic leaders (Bird et al., 2009, 2012; C. Wang & Bird, 2011). Therefore, the
literature review cannot be confined to studying authentic leadership in the field of education.
Although many definitions exist for authentic leadership, it is frequently referred to as
“know[ing] who [you] are, what [you] believe and value, and act[ing] upon those values and
beliefs while transparently interacting with others” (Avolio et al., 2004, p. 801). The relationship
this type of leadership has with follower behaviors and attitudes is the basis of the following
portion of this literature review.

Follower Trust

The focus of this section is on studies that have explicitly examined the relationship
between authentic leadership and followers’ trust in various fields. In one such study, Hassan
and Ahmed (2011) sought to determine the extent to which the components of authentic
leadership (as defined by Luthans & Avolio [2003]) promote subordinates’ trust in their leaders.
Results from the quantitative study that surveyed 395 bank employees revealed that all of the
evaluated authentic leadership components significantly and positively related to employees’
trust in the leadership. These findings support the claim that leaders who are perceived as
transparent and void of ulterior, self-serving motives develop stronger relationships, which in
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turn have also been found to lead to positive follower outcomes (Luthans & Avolio). If the
Luthans and Avolio study was looked at in the context of a middle school, the findings might
suggest that teachers who act with their students’ best interest in mind and behave in a
transparent manner could correlate positively to greater levels of trust from their students.
Bird et al. (2012) similarly studied the impact authentic leadership has on follower trust,
and their research was situated in educational settings. The authentic leadership of principals
and the corresponding level of trust teachers had in their principals was the basis of these
researchers’ work. Utilizing the same instrument as Hassan and Ahmed (2011) to measure
perceptions of authentic leadership, Bird et al. analyzed how principals’ self-reporting of their
degree of authentic leadership and teachers’ ratings of the principals’ level of authentic
leadership were associated with teachers’ level of trust in the principals. The results revealed
that there were significantly lower levels of follower trust in schools where principals had
overestimated the perceptions of their authentic leadership in comparison to teacher ratings.
Additionally, the researchers concluded that the greater the followers’ perceptions of their
principals’ authentic leadership, the more trust the followers had in the principals. These findings
suggest that not only does follower perceptions factor into levels of trust but also that a
misalignment of perceptions between leaders and followers can impact trust.

Work Engagement and Follower Performance

Engagement refers to the commitment one has to seeing an organization succeed and to
the positive feelings associated with one’s work (Bird et al., 2009). Taken in the context of
middle schools, student engagement could be viewed as the commitment a student has to being
an integral part of making their school high achieving and being proud to be a student at his or
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her school. Follower performance refers to the quality of work one completes within his or her
organization. In relation to middle schools, follower performance could refer to the level of
achievement a student attains on measures of their language and content-area proficiency. One
of the central aims of a 2011 study by Hassan and Ahmed was to determine the extent to which
authentic leadership contributed to subordinates’ work engagement. The results of Hassan and
Ahmed’s quantitative study of 395 bankers in Kuala Lumpur, Malaysia revealed that the
employees were, in fact, more enthusiastic about their work when they viewed their employer as
an authentic leader. Hassan and Ahmed utilized purposive random sampling to generate a body
of participants who had worked at the banking institutions long enough (at least 1 year) to have a
solid opinion formed of their immediate supervisor. This conscious choice minimized the
likelihood of Type I errors. The level of task engagement for followers was found to directly
correlate to their perceptions of their leaders’ ability to lead with authenticity. From the
standpoint of leaders and followers in education, these findings would suggest that if students
viewed their teachers as authentic leaders, they could possibly be more highly engaged in their
academics.
A 2010 study of newly graduated nurses’ perceptions of their university supervisors’
level of authentic leadership did not use purposive random sampling; instead, convenience
sampling enlarged the pool of participants for the study (Giallonardo, Wong, & Iwasiw). The
resulting sample had 3 years or less of nursing experience. The number of years since leaving
nursing school was important because the researchers were measuring the work engagement of
new nurses based on the leadership of their supervisor from college. The more years that had
passed, the more other factors that could influence work engagement. Giallonardo et al. found
that new nurses who viewed their university supervisor as an authentic leader also reported high
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levels of work engagement, supporting the notion that perceptions of leaders as authentic (and to
what degree) matter.
Work engagement has also been studied in the school setting. Bird et al. (2009, 2012)
examined the relationship between authentic leadership in principals and teacher engagement, in
addition to studying the relationship between authentic leadership and trust, as previously stated.
In the 2009 study, both principals and teachers were surveyed with respect to the principals’
authentic leadership to determine which group’s results had greater internal reliability and
consequently would be the best dataset to utilize. As the researchers hypothesized, the teachers’
data were more internally consistent, which is most likely because one’s perception of his or her
self tends to be more positively skewed. Teachers also responded to surveys about their degree of
work engagement. The results of the study revealed that teachers’ ratings of work engagement
were significantly positively related to their perceptions of their principals’ authentic leadership.
The 2012 study by these researchers, with a different set of participants, resulted in similar
conclusions. C. Wang and Bird (2011) offered a more in-depth analysis when they conducted
their study on the same topic. In their research, C. Wang and Bird utilized a multilevel approach
so that comparisons could be made between and within schools. Both the between-school and
within-school data suggest that a positive relationship exists between the authenticity of a
principal and the extent of teachers’ engagement in their work. Examining the correlation
between these variables at a macro and micro level provides further support to the claim that
principals who are viewed as more authentic have more engaged employees.
When examining the relationship between authentic leadership and follower engagement,
the studies that were reviewed had no mediating variable. In studies that were found about the
relationship between authentic leadership and follower performance, however, mediating
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variables were used. A recent study of nurses and nurse managers examined whether a sense of
empowerment from the nurses’ standpoint mediated a positive relationship between the
perceptions of the managers’ authentic leadership and the nurses’ job performance (Wong &
Laschinger, 2013). Empowerment was referred to as having formal and informal power as well
as having a sense that they (the nurses) had access to support and resources that would enable
them to effectively do their job. Survey data drawn from the 280 nurses involved in the study
revealed that authentic leadership significantly influenced the nurses’ empowerment, which in
turn led to high ratings of self-reported job performance. If the study had been done in the
education setting with teachers and students, it could have been designed to evaluate the
relationship among teachers’ authentic leadership, students’ perceptions of the power they
possess in the classroom, and students’ academic self-efficacy (their belief that they can perform
well in school).
Authentic leadership has also been studied extensively in the corporate sector.
Companies, both large and small, have recognized the benefit of employing leaders who are
viewed as authentic by subordinates in order to maximize employee outputs. A central
component of authentic leadership is the ability to cultivate positive aspects of one’s self, which
in turn lead to distinct, favorable outcomes of followers (Avolio et al., 2004). To that end,
several researchers have conducted studies that investigate the role another mediating variable
has on job performance: psychological capital (Jensen & Luthans, 2006; Rego, Sousa, Marques,
& Pina e Cunha, 2011; Zamahani et al., 2011). Psychological capital refers to a leader’s use of
optimism, resiliency, and hope to create a desired effect (Jensen & Luthans, 2006).
In one quantitative study, Zamahani et al. (2011) sought to determine whether
employees’ job performance was positively related to their perceptions of their leaders’ authentic
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leadership and use of psychological capital. A separate study examined authentic leadership and
psychological capital from the perspective of the leaders (Jensen & Luthans, 2006). A
combination of data from both leaders and followers would have made analysis across
participant groups possible, thus potentially providing greater support for the relationship
between authenticity and psychological capital. Although this was not the case, the results of the
Zamahani et al. research revealed that employees’ perceptions of their leaders as authentic and
the leaders’ positive psychological capacity related significantly to participants’ job
performance. Similarly, the findings from the leaders surveyed in Jensen and Luthans’s (2006)
study suggest that a positive relationship exists between leaders’ self-perception of their
authenticity and their level of psychological capital. The Jensen and Luthans study stopped short
of directly correlating these variables to job performance, but its researchers propose that greater
performance is a probable implication of this relationship, given the existing research.
No studies were found in the literature that examined the relationship between the
perceived authentic leadership of middle school teachers, the use of psychological capital by
teachers as a mediating variable, and student performance.
The findings from various fields on follower work engagement suggest that certain
qualities reflected in authentic leaders (e.g., encouragement of open dialogue with subordinates
and display of behaviors in line with leaders’ words) can instill a passion in subordinates that is
necessary for full engagement. The implications of these findings for student learning are great.
Students’ perceptions of teachers as authentic leaders could encourage a desire within students to
learn from them and be more fully engaged. Active engagement allows students to focus on their
studies and minimizes disruptions to the learning environment (Lee, 2007). The research
presented above on job performance suggests that leader actions have a direct relationship to
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follower outcomes. When looked at in the context of schools, it could be assumed that teachers’
actions have a direct relationship to student performance. Thus, if the goal of educators is to
ensure high student achievement levels, it is imperative to first analyze how effectively teachers
create the positive conditions that can increase the likelihood of success occurring.

Review of the Research on Student Trust and Performance

The existing research on student trust in teachers is very limited. More studies have
examined trust in the school setting among principals and teachers than among teachers and
students (Cranston, 2011; Ghamrawi, 2011; Moye, Henkin, & Egley, 2005; Walker, Kutsyuruba,
& Noonan, 2011). This brief section only looks at trust’s relationship to student outcomes and
performance, not all follower performance, due to the extensive body of research on trust and
follower performance in myriad settings.

Social-Emotional Outcomes

In addition to determining influencers of student trust in teachers, researchers have also
studied the impact trust has on various student behaviors (Corrigan et al., 2010; Flanagan &
Stout, 2010; Lee, 2007). Lee (2007) sought to uncover the effects students’ cognitive and
affective trust in teachers had on their motivation, school adjustment, and, ultimately, academic
performance. The 318 participants in Lee’s study were middle school students. The age of the
participants was an important component to the study because it is during this stage of early
adolescence that children’s blind trust in authority figures begins to wane (Blume & Zembar,
2007). It is not until late adolescence that children’s beliefs about the general trustworthiness of
people begin to stabilize (Flanagan & Stout, 2010). Lee found that reports of high cognitive and
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affective trust directly correlated to higher motivation and ease of adjustment to school and
indirectly related to higher academic performance.
The teacher-student relationship in many ways affects the quality of students’ educational
experiences. Corrigan et al.’s (2010) study, including 350 students from four middle and high
schools, found that a high level of trust in teachers is a positive predictor of students’ academic
self-esteem, motivation to learn, and self-perceived character. These attitudes are essential to
cultivating environments that are conducive to learning.

Academic Outcomes

Although there have been a few research studies that have investigated a link between
teachers’ trust in students and academic achievement, no research was found that studied the
relationship between students’ trust in teachers and academic achievement. There is a prevailing
sense among some researchers that teachers’ trust has vast implications for student success due,
in large part, to teachers’ essential role as the facilitators of student learning (Goddard,
Tschannen-Moran, & Hoy, 2001). Teachers have to believe that students can be trusted to play a
significant role in the orchestration of their education. When they do not have this belief,
classrooms of students are often void of opportunities for collaborative learning that benefit
active engagement and student voice. Also, without teacher trust, students receive limited access
to the social capital that can help them navigate school and career. Goddard et al. (2001) and
Goddard, Salloum, and Berebitsky (2009) studied teachers trusting students to be stewards of
their learning and its relationship to academic achievement. In the 2009 study, the researchers
sought to determine whether the academic achievement of elementary school students of varying
socioeconomic statuses (SESes) and racial backgrounds was mediated by their teachers’ trust in
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them and their parents. For students with backgrounds considered economically and racially
disadvantaged, the relationship was significant. Because economic and racial disadvantage were
related to achievement only indirectly through a negative correlation to teacher trust, teacher
trust in students and their parents appeared to mediate the relationship between economically and
racially disadvantaged students and their academic achievement. Findings from both
quantitative studies suggest that teachers’ trust in students is a significant predictor of the
variance in test scores between elementary schools; in schools where trust was greater, so too
were the students’ standardized test scores. Goddard et al. (2001) and Goddard et al. (2009)
conceded that their research was limited to teacher perspectives of trust, having not studied the
relationship of other stakeholders’ trust to academic performance.

Chapter Summary

This study fills a gap in the literature by examining the relationship between the trust
middle school students who are still in an ELL program have in their teachers and their
performance on a language proficiency test that most ELL students typically pass before entering
middle school. To what extent do these students trust their teachers to be benevolent, honest,
open, reliable, and competent? Does this trust mediate a positive correlation between the
students’ perceptions of their teachers’ authentic leadership and their academic performance?
The interconnectedness of authentic leadership and trust has clear implications for middle school
ELLs’ performance as evidenced by the extensive research that exists both in and out of the field
of education. The next chapter describes the methods used in this study.

CHAPTER 3

METHODS
The purpose of this study was to examine the relationship between middle adolescents’
perceptions of their teachers’ authentic leadership, their trust in their teachers, and their
demonstrated English language proficiency. Additionally, this study sought to determine the
extent to which ELLs’ English language proficiency predicted their achievement on an
assessment designed to measure reading skills. Chapter 3 is a discussion of the methods
employed in this study. It is divided into the following sections: research questions, research
design, participants, instrumentation, procedures, data analysis, and limitations of this study.

Research Questions

The following research questions guided this study:
1a. To what extent do middle school English language learners’ perceptions of their
teachers as authentic leaders predict students’ composite ACCESS for ELLs scores from the
2014-2015 school year, provided they have been in a transitional bilingual education
program for 7 or more years?
H1: Middle school English language learners’ perceptions of their teachers as authentic leaders
will correlate positively to students’ composite ACCESS for ELLs scores.

51
1b. To what extent do middle school English language learners’ trust in their teachers
predict students’ composite ACCESS for ELLs scores from the 2014-2015 school year,
provided they have been in a transitional bilingual education program for 7 or more years?
H2: Middle school English language learners’ trust in their teachers will correlate positively to
students’ composite ACCESS for ELLs scores.
1c. To what extent do middle school English language learners’ perceptions of their
teachers as authentic leaders and their trust in their teachers combine to predict students’
composite ACCESS for ELLs scores from the 2014-2015 school year, provided they have
been in a transitional bilingual education program for 7 or more years?
H3: Middle school English language learners’ perceptions of their teachers as authentic
leaders and their trust in their teachers will combine to correlate positively to students’
composite ACCESS for ELLs scores.
2. To what extent do middle school English language learners’ composite ACCESS for ELLs
scores from the 2014-2015 school year predict their achievement in reading, provided they
have been in a transitional bilingual education program for 7 or more years?
H4: Middle school English language learners’ composite ACCESS for ELLs scores will correlate
positively to their achievement in reading.

Research Design

The overwhelming number of studies that have examined authentic leadership through
the use of surveys makes survey research appear to be the most appropriate method to use in this
study (Alok & Israel, 2012; Bird et al., 2012; Giallonardo et al., 2010; Hassan & Ahmed, 2011;
Leroy, Palanski, & Simons, 2012). Furthermore, survey research appears to be the most
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appropriate method for deriving data to answer the research questions posed. This study
employed quantitative methods to predict the achievement of middle school students exiting the
TBE program during the 2014-2015 school year (i.e., provided they have been in the program for
7 or more years) when considering students’ perceptions of their teachers as authentic leaders
and students’ trust in their teachers. Surveys afford researchers the opportunity to quantify and
statistically analyze any aforementioned predictability (Fowler, 2009; Iarossi, 2006).
Additionally, surveys conveniently summarize collected data. Trends by demographics
can be examined due to the ease of sampling a large number of people (Nardi, 2003).
Qualitative research limits a researcher’s ability to explain a phenomenon of a particular, small
sample (Mertens, 2010). Mean differences among variables can also be statistically assessed
through survey research analysis (Creswell, 2008). Case studies and other qualitative methods
cannot produce this type of information.
A final benefit of survey research is that it can measure latent variables (Rea & Parker,
1997). Latent variables cannot be observed directly. Students’ perception of their teachers’
authentic leadership is a latent variable. The researcher cannot go into a classroom and observe a
perception. Likewise, a researcher cannot observe the trust a student has in his or her teacher.
As such, survey research is a useful method to explain phenomena that are not measurable
through direct observation.

Participants

This section begins with a description of the district and schools from which the
participants in this study were derived. Then, the participants in this study are described, which
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includes selection, recruitment, procedures for obtaining consent and assent, and confidentiality
precautions.

Background of the District

School District 219 (pseudonym) was one of the largest unit districts in the state of
Illinois. A unit district is comprised of elementary, middle, and high schools. Approximately
2,000 teachers were employed in District 219, and roughly 40,000 students were enrolled there
(about 6,100 were middle school students). In 2013, students in Grades 3-8 in Illinois took the
ISAT. Fifty-six percent of students in District 219 met or exceeded state standards on the ISAT.
The state average on the ISAT in 2013 for meeting or exceeding standards was 59%. Eleventh
graders in the state of Illinois took the Prairie State Achievement Exam (PSAE). Fifty percent of
the district’s 11th graders met or exceeded state standards on this exam, while the state’s overall
percentage of students meeting or exceeding was 53%. In addition to using the state’s
achievement tests, District 219 also used a local assessment to monitor student achievement.
The NWEA’s MAP assessment was administered to students in Grades 2-8 three times a year to
track students’ progress towards attaining the following ends: a year or more of academic
growth, high school readiness, and college and career readiness (Illinois Interactive Report Card,
2015).
On average, District 219 graduates approximately 80% of its students in 4 years (Illinois
Interactive Report Card, 2015). Eighty-six percent of the students who require up to an
additional year of instruction beyond the traditional 4 years to finish their coursework also
graduate. The average student mobility for District 219 during the 2014-2015 school year was
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11%. This percentage refers to the students who transfer in and out of the district between the
first school day in October and the last school day of the academic year.
Besides these data, District 219 also collected data on its students’ academic achievement
and language proficiency using two distinct measures: Su Preferido Examen de Referencia
Académica (SUPERA) and ACCESS for ELLs. In Grades 2-8 in District 219, SUPERA was
given to all students in the Spanish/English dual-language program whose native language was
Spanish. Because one of the primary aims of any dual-language program is to ensure
bilingualism, District 219 used SUPERA to assess LEP students’ reading/language arts and
mathematics achievement in Spanish. The ACCESS for ELLs assessment, on the other hand, is
the tool the district used to measure students’ English language proficiency in the areas of
listening, speaking, reading, and writing in all of the content areas. This test is mandated by
federal law to be given to all students classified as LEP, regardless of whether a student receives
bilingual services (a parent has the legal authority to refuse bilingual services and instead place
his or her child in a general education classroom). A student continued to be considered LEP
until he or she obtained a high enough score on the ACCESS for ELLs assessment. In 2013,
24.6% of all middle school students in District 219 were listed as LEP (Illinois Interactive Report
Card, 2015).

Description of Schools

District 219 had 54 schools, eight of which were middle schools. Four of these middle
schools contain the TBE program. These four schools were the focus schools of this study. The
population of these middle schools did not vary greatly; they all had between 600 and 750
students. Three of these middle schools were in Town A, and one was in Town B. The percent
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of LEP students in these schools ranged from 20% to 35% of their total student population.
Table 1 shows demographic data for each of the four middle schools included in this study
(Illinois Interactive Report Card, 2015).

Description of Participants

The participants in this study were ELLs (both male and female) in seventh and eighth
grades in District 219 who had been in the TBE program for 7 or more years. Children in these
grades typically are between the ages of 12 and 14 years. In total, approximately 2,700 students
attended one of the four middle schools in District 219 that were the focus of this study (Illinois
Interactive Report Card, 2015).
As evidenced from the data on race in Table 1, the majority of students in these middle
schools was Hispanic. The next most common race was White. Additionally, a portion of the
students in the middle schools were ELLs. The percentage of ELLs in the entire district was
25%. The percentage of ELLs at Middle School A was 20%. The percentage of ELLs at Middle
School B was 35%. The percentage of ELLs at Middle School C was 24%. And the percentage
of ELLs at Middle School D was 21% (Illinois Interactive Report Card, 2015).
An external variable that needed to be considered was the participants’ SES. Low SES is
also referred to as low income. The SES needed to be controlled for because prior research has
shown a positive and significant correlation between SES and academic achievement: the higher
the SES, the higher the academic achievement. Thus, if some participants had a higher SES than
others, that would somehow have to be controlled for. However, as is shown in Table 1, there
was very little variance from school to school in the percentage of ELLs who were classified as
low income (low SES). The percentage of low-income students ranged from 89% to 94% at
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Table 1
2014-2015 School Year District 219 Demographics for Middle Schools With the TBE Program
School

Number
of
students

Racial makeup

Percent
of LEP
students
enrolled

Percent of
LEP students
classified as
low income

20%

Percent of
LEP students
meeting or
exceeding
2014 ISAT
standards
4%

Middle
school A

660

49% Hispanic
32% White
11% Asian
5% Black
3% Other

Middle
school B

645

80% Hispanic
8% Black
6% White
6% Other

35%

8%

93%

Middle
school C

654

64% Hispanic
18% White
12% Black
6% Other

24%

4%

94%

Middle
school D

732

71% Hispanic
14% White
6% Asian
6% Black
3% Other

21%

4%

94%

89%
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each school. Because there was more or less a natural control for SES by virtue of the
demographics of the students in this study, no further action to control for SES was required.
Furthermore, the middle school population was also comprised of students with
Individualized Education Plans (IEPs). IEP data were only found at the district level—not
specific to the middle schools. Twelve percent of the students in District 219 had IEPs.

Participant Selection

The population for this study consisted of middle school seventh- and eighth-grade
students in District 219. In order to be eligible for this study, students had to be ELLs (also
referred to as LEP) and part of the TBE program in the state of Illinois for 7 or more years. The
population of the district’s middle school students (ELLs and non-ELLs) in schools with the
TBE program was 2,700. Of that number, 526 were ELLs in the TBE program. Of those 526
students, 364 were ELLs who had been in the TBE program for 7 or more years. These 364
students comprised the population for this study.
All eligible students were asked to participate in this study. A priori, G*power analysis
was completed to determine the minimum sample size needed for each model to achieve a power
of .80. Cohen (1988) suggests a .20 probability of failing to detect a genuine effect, which
equates to an 80% chance of detecting an actual effect. Research Question 1a had four
independent variables: self-awareness score, transparency score, moral perspective score, and
balanced processing score. Based on a medium effect size (f2 = .15), alpha < .05, and power =
.80, a multiple linear regression model employing four independent variables to predict y would
need a minimum n value of 85. Research Question 1b had one independent variable: overall
trust score. Based on a medium effect size (f2 = .15), alpha < .05, and power = .80, a linear
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regression model employing one independent variable to predict y would need a minimum n
value of 55. Research Question 1c had five independent variables: self-awareness score,
transparency score, moral perspective score, balanced processing score, and overall trust score.
Based on a medium effect size (f2 = .15), alpha < .05, and power = .80, a multiple linear
regression model employing five independent variables to predict y would need a minimum n
value of 92. Research Question 2 had one independent variable: ACCESS for ELLs composite
score. Based on a medium effect size (f2 = .15), alpha < .05, and power = .80, a linear regression
model employing one independent variable to predict y would need a minimum n value of 55.
There were 66 participants in this study. This sample size significantly limited the power of
Research Questions 1a and 1c, resulting in greater likelihood of a Type II error.
I employed convenience sampling to obtain the participants for this study. According to
Mertens (2010), convenience sampling refers to participants who are selected to be included in
the study because they are readily available. Convenience sampling occurred in terms of the
school district the participants were derived from, but convenience sampling was not used when
determining the actual participants. I did not preselect certain students to be in this study; that is
not what is meant when I say convenience sampling was employed. Rather, I utilized
convenience sampling when I focused this study on one school district as opposed to all possible
school districts. Thus, how the participants were obtained was more in line with the research
sampling method known as a census. A census is predicated on a specific profile. In the case of
this study, if a person was a middle school student in District 219 who had been in the TBE
program for 7 or more years and had been enrolled in his or her current school since the
beginning of the school year, then he or she was eligible to participate. All students in the TBE
program were required by state law to take the ACCESS for ELLs test each winter. I obtained a
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list of all qualifying middle school students and the necessary data associated with each one from
District 219’s Department of Assessment & Accountability.

Recruitment Process & Procedure for Obtaining Assent and Consent
After compiling the list of the population’s members that met the specified criteria for
inclusion in this study, I began the recruitment process. Recruitment took place during District
219’s fourth quarter, which spanned March 16th, 2015 through June 2nd, 2015. The fourth quarter
follows the quarter in which the students took the ACCESS for ELLs test, the English language
proficiency test used in this study. During the month of April, I visited each of this study’s four
middle schools to speak with all eligible students about the research project and to answer any
questions they may have had. Students were provided with a packet containing the following
information: a cover letter that consisted of a description of the research project, a list of the
benefits of this study to the participants, and details about when and where to return signed forms
(see Appendix A), a parent consent form (see Appendix B), and a student assent form (see
Appendix C). A reminder letter was given to the students’ teachers to pass out a day before the
administration of the surveys (see Appendix D). It was also noted that participation in this study
was completely voluntary. Because of the high percentage of students of Hispanic descent, all
materials included in the informational packet were also written in Spanish.
Prior to speaking with the students and distributing the aforementioned informational
packets, I met with each of the principals of the four middle schools (or their designee, the ELL
lead teacher) to provide background information about this study as well as to determine where
students would return their signed consent and assent forms. I also discussed with each principal
her plan for incentivizing the students and asked for 10 minutes in a class that every LEP student
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took to pass out the informational packets and remind students to turn in their signed forms if
they wanted to participate in this study. Lastly at each principal’s meeting, the principal and I
agreed on a day when I would come back to the school to administer this study’s two surveys. I
then drove to each school site several times during the week to collect any signed consent and
assent forms that had been turned in, until the deadline for submitting these documents.

Confidentiality Precautions
All data collected in this study were made confidential to ensure the participants’ privacy.
Participants received a computer-generated number that identified to me who they were but in no
way related to anything real about them. Any and all forms containing personal information
about the participants were redacted prior to inclusion in a public report of the data.
Additionally, the students’ paper surveys were kept in a locked desk in my office. Computerbased data were stored on a password-protected laptop, to which I had sole access. Participants
were informed through this study’s cover letter that all information would be kept confidential
and that their individual responses would not be shared with their teachers.

Instrumentation

This section describes each survey instrument in detail and outlines how each was
utilized in this study. This study had six variables: the four components of authentic leadership,
student trust, and student English language proficiency; thus, three instruments were used to
measure these variables. Table 2 shows the alignment of each instrument with the research
questions.
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Table 2
Alignment of Research Questions and Hypotheses With Data Collection Instruments
Research questions and hypotheses

ALQ
survey

STF
survey

ACCESS
for ELLs
test
(given 1x
a year)

Research question #1a: To what extent do middle
school English language learners’ perceptions of their
teachers as authentic leaders predict students’
composite ACCESS for ELLs scores from the 20142015 school year, provided they have been in a
transitional bilingual education program for 7 or more
years?

X

X

H1: Middle school English language learners’
perceptions of their teachers as authentic leaders will
correlate positively to students’ composite ACCESS
for ELLs scores.

X

X

Research question #1b: To what extent do middle
school English language learners’ trust in their
teachers predict students’ composite ACCESS for
ELLs scores from the 2014-2015 school year,
provided they have been in a transitional bilingual
education program for 7 or more years?

X

X

H2: Middle school English language learners’ trust in
their teachers will correlate positively to students’
composite ACCESS for ELLs scores.

X

X

X

X

Research question #1c: To what extent do middle
school English language learners’ perceptions of their
teachers as authentic leaders and their trust in their
teachers combine to predict students’ composite
ACCESS for ELLs scores from the 2014-2015 school
year, provided they have been in a transitional
bilingual education program for 7 or more years?

X

(continued on following page)

MAP
reading
test
(spring
administration)
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Table 2 (continued)
Research questions and hypotheses

H3: Middle school English language learners’
perceptions of their teachers as authentic leaders and
their trust in their teachers will combine to correlate
positively to students’ composite ACCESS for ELLs
scores.

ALQ
survey

STF
survey

ACCESS
for ELLs
test
(given 1x
a year)

X

X

X

MAP
reading
test
(spring
administration)

Research question #2: To what extent do middle
school English language learners’ composite
ACCESS for ELLs scores from the 2014-2015 school
year predict their achievement in reading, provided
they have been in a transitional bilingual education
program for 7 or more years?

X

X

H4: Middle school English language learners’
composite ACCESS for ELLs scores will correlate
positively to their achievement in reading.

X

X

Authentic Leadership Questionnaire (ALQ)

The survey that emerged as a leading tool for measuring authentic leadership was the
ALQ (see Appendix E for the permissions letter). Developed by Walumbwa et al. (2008), the
ALQ was derived from the extant research on social-psychological theory and authenticity.
These researchers utilized extensive reviews of literature as well as research-group discussions
with graduate faculty and students regarding what it meant to lead authentically in order to
develop the four components of the ALQ: leader self-awareness, transparency, moral
perspective, and balanced processing. Self-awareness refers to the degree to which a leader is
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aware of how others view him or her and how his or her leadership impacts others. Four
questions on the ALQ measure leader self-awareness: Questions 13, 14, 15, and 16.
Transparency refers to the degree to which a leader openly shares his or her views, which then
allows others to be forthright about their opinions and ideas. Five questions on the ALQ
measure leader transparency: Questions 1, 2, 3, 4, and 5. Moral perspective refers to the degree
to which a leader sets a high standard for ethical and moral conduct. Four questions on the ALQ
measure a leader’s moral perspective: Questions 6, 7, 8, and 9. Lastly, balanced processing
refers to the degree to which a leader seeks out varying viewpoints and opinions before making
important decisions that impact the whole group. Three questions on the ALQ measure balanced
processing: Questions 10, 11, and 12. To assess the appropriateness of these four components,
the researchers asked doctoral students matriculating at the same university as the research-group
panelists to describe a person they considered an authentic leader. This step was important to
determine an alignment between the theoretical and practical perspectives.
The ALQ’s researchers compared their survey items to the existing research on authentic
leadership, transformational leadership, and ethical leadership. The resulting survey items then
underwent a content-validity assessment. Walumbwa et al. (2008) utilized the previously
discussed graduate faculty and students to determine the content validity of the ALQ. The raters
were asked to categorize each item into one of the four components established a priori by the
researchers. Survey items that were correctly categorized 80% of the time by all raters were
retained. In total, 16 items with 5-point Likert scales became the final ALQ, where 0 = Not at
all, 1 = Once in a while, 2 = Sometimes, 3 = Fairly often, and 4 = Frequently, if not always. A
subsequent confirmatory factor analysis provided the final means for validating the ALQ.
Reliability of the ALQ was determined by obtaining the Cronbach’s alpha level for each of the
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four components. The alpha levels for each of the measures were all at acceptable levels: selfawareness, .92; transparency, .87; moral perspective, .76; and balanced processing, .81
(Walumbwa et al., 2008). These levels denote that there was high internal consistency and that
the items within each subscale were highly intercorrelated. The cut-point for this in the literature
is α ≥ .70 (Nunnally, 1978). The researchers’ thorough scrutiny of the ALQ has made this
survey a highly esteemed tool for evaluating authentic leadership. Only subscale scores were
reported in the literature about the ALQ.

Student Trust in Faculty (STF) Survey
To measure students’ trust in their teachers, I employed the Student Trust in Faculty
(STF) survey developed by Adams and Forsyth (2009; see Appendix F). Adams and Forsyth
have done extensive research on the topic of trust and have created several other instruments to
measure this construct including the Student Trust in Principal Scale, Faculty Trust in Principal
Scale, and Faculty Trust in Colleagues Scale. The STF survey is a 13-item Likert survey that is
used to measure students’ trust in the teachers at their school. Although the instrument is called
student trust in faculty, all questionnaire items were written only in regard to teachers.
Additionally, only a total score is used to analyze the points on the STF survey; there are no
subscale scores.
Adams and Forsyth (2009) utilized the following definition of trust to operationalize the
construct in their survey: “one’s willingness to be vulnerable to another based on the confidence
that the other is benevolent, honest, open, reliable, and competent” (as cited by TschannenMoran, 2004, p. 17). All items on the STF survey are on a scale from 1 to 4, where 1 = Strongly
Disagree, 2 = Disagree, 3 = Agree, and 4 = Strongly Agree. Item 10 is loaded in reverse and, as
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such, needs to be scored from 4 to 1. As measured by Cronbach’s alpha, the internal reliability
of the STF survey was reported as .90, achieving an acceptable level of internal consistency. To
determine the content validity of the STF survey, Adams and Forsyth presented the survey items
to eight leaders in education. The educators gave their opinion about the clarity of the items,
how they felt each related to the teacher-student relationship, and which of the aforementioned
aspects of trust they associated with each item. Subsequently, exploratory factor analysis
conducted in a field test revealed construct validity—all survey items loaded onto a single factor.
Factor coefficients ranged from .62 to .85 for each survey item.
Because authentic leadership and trust are latent variables (meaning they are not directly
observable), observable constructs that have been validated in the research as manifest variables
of authentic leadership and trust were examined. Table 3 shows the correspondence between the
research questions, the latent variables, and sample observable construct items.

ACCESS for ELLs
To measure students’ English language proficiency, I used the ACCESS for ELLs
assessment. ACCESS for ELLs is a criterion-referenced assessment grounded in the Wisconsin,
Delaware, and Arkansas (WIDA) English Language Proficiency Standards which is designed to
measure both the academic and social language proficiency of ELLs. These standards address
student proficiency in science, social studies, math, English language arts, and social and
instructional language (WIDA Consortium Technical Report #1, 2006). All school districts that
receive Title III grant monies are required to administer an annual assessment of English
language proficiency to students who have been identified as LEP. District 219 uses ACCESS
for ELLs to fulfill this requirement. Students whose parents have refused bilingual services and
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Table 3
Alignment of Research Questions to Latent Variables and Sample Observable Construct Items

Research question
Research question #1a: To what extent do
middle school English language learners’
perceptions of their teachers as authentic
leaders predict students’ composite
ACCESS for ELLs scores from the 20142015 school year, provided they have been
in a transitional bilingual education program
for 7 or more years?

Latent
variable

Observable
constructs
-Leaders’ selfawareness
-Leaders’
transparency

Authentic
leadership

-Leaders’ moral
perspective

Sample
observable
item
My leaders
demonstrate
beliefs that
are
consistent
with his or
her actions.

-Leaders’
balanced
processing
Research question #1b: To what extent do
middle school English language learners’
trust in their teachers predict students’
composite ACCESS for ELLs scores from
the 2014-2015 school year, provided they
have been in a transitional bilingual
education program for 7 or more years?
Research question #1c: To what extent do
middle school English language learners’
perceptions of their teachers as authentic
leaders and their trust in their teachers
combine to predict students’ composite
ACCESS for ELLs scores from the 20142015 school year, provided they have been
in a transitional bilingual education program
for 7 or more years?

Trust

Construct items
on trust survey
(STF) are not
organized into
subscales

Teachers at
this school
are always
honest with
me.

-Leaders’ selfawareness

My leaders
demonstrate
beliefs that
are
consistent
with his or
her actions;
Teachers at
this school
are always
honest with
me.

-Leaders’
transparency
Authentic
leadership
and trust

-Leaders’ moral
perspective

(continued on following page)

-Leaders’
balanced
processing
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Table 3 (continued)

Research question
Research question #2: To what extent do
middle school English language learners’
composite ACCESS for ELLs scores from
the 2014-2015 school year predict their
achievement in reading, provided they have
been in a transitional bilingual education
program for 7 or more years?

Latent
variable

Observable
constructs

Sample
observable
item

N/A

N/A

N/A

are currently receiving instruction in the general education setting must also take the ACCESS
for ELLs assessment (Illinois State Board of Education Website).
The ACCESS for ELLs assessment measures ELLs’ competencies in the following
domains of English: listening, speaking, reading, and writing. A score is reported for each
domain. Additionally, a literacy score is reported that is a combined score derived from
averaging the reading and writing scores. The test also provides an overall composite score.
Scores are reported on a continuous scale from 1 to 6, where a score of 1.0 to 1.9 is referred to as
the proficiency level Entering, a score between 2.0 and 2.9 is referred to as the proficiency level
Beginning, a score between 3.0 and 3.9 is referred to as the proficiency level Developing, a score
between 4.0 and 4.9 is referred to as the proficiency level Expanding, and a score between 5.0
and 6.0 is referred to as the proficiency level Bridging. The test is divided into grade-level
clusters: kindergarten, Grades 1-2, Grades 3-5, and Grades 6-8. For each grade-level cluster, the
test is further differentiated by three tiers for its listening, reading, and writing domains (the
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speaking subtest is administered individually and is adaptive, meaning it only continues for as
long as students are demonstrating proficiency). Tier A assesses students’ proficiency on test
items considered to be at the Entering and Beginning levels, with some at the Developing level.
Tier B is composed of test questions considered to be at the Beginning, Developing, and
Expanding levels. Lastly, Tier C assesses students’ proficiency on test items considered to be at
the Expanding and Bridging levels, with some at the Developing level. All of the participants in
this study took the 2015 ACCESS for ELLs Grades 6-8, Tier C test.
A leadership team from the Center for Applied Linguistics and the WIDA Consortium
collaborated to prepare the test questions and task specifications for the pilot ACCESS for ELLs
assessment. Participants in this process received training through an item-writing course. After
the initial test items and tasks were developed, a review team was established. This team was
comprised of 16 educators (four for each grade-level cluster) with kindergarten through 12thgrade experience. They also received item-writing training. After the external review was
completed, the test items and tasks were sent back to the Center for Applied Linguistics for a
final external review. In the spring of 2004, the test was piloted in schools in Illinois, Wisconsin,
and the District of Columbia. Over 1,000 children participated in the pilot test. Reliability of the
ACCESS for ELLs assessment was determined by obtaining the Cronbach’s alpha level for each
of the four language domains. The alpha levels for each of the measures were all at acceptable
levels: listening, .82; speaking, .91; reading, .91; and writing, .97. The developers of the
ACCESS for ELLs test also sought to determine the content validity of the listening and reading
test items. Their goal was to determine the extent to which the test items were reflective of the
five proficiency levels defined by the WIDA standards. In the fall of 2004, a field test was
administered to over 6,000 children. The data from this field test were used for determining
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content validity. The test items were vertically scaled using common-item equating in a
concurrent calibration (listening and reading separately). Results showed that the average test
item progressed in difficulty as the proficiency level increased (WIDA Consortium Technical
Report #1, 2006).
The NWEA’s MAP Reading Test
To measure students’ reading skills, I used the NWEA’s MAP reading assessment. This
test is a computer-based adaptive assessment designed for Grades 2-12. The difficulty of test
items on adaptive assessments fluctuates in response to the performance of the student. The
MAP test can be used to analyze student growth over time, to compare a student’s achievement
with same-aged peers, to project proficiency on high-stakes state tests, and to compare a
student’s achievement to a specific benchmark such as college readiness. For example, if a
seventh-grade student earned a score of 227 or higher on the spring reading test, according to the
NWEA’s 2015 norms, he or she would be projected to be college ready. If an eighth-grade
student earned a score of 230 or higher on the spring reading test, according to the NWEA’s
2015 norms, he or she would be projected to be college ready. The MAP reading test measures
students’ comprehension of literature, comprehension of informational text, as well as
vocabulary acquisition and use of that vocabulary. The creators of the MAP test developed a
scale for measuring student achievement: the RIT (Rasch Unit) scale, a stable, equal-interval
vertical scale (Northwest Education Association, 2015). From this RIT scale, grade-levelindependent RIT scores are created. A student’s composite RIT score indicates the type of
question he or she is capable of answering correctly about 50% of the time. Additionally, the
student’s RIT score is placed along a continuum to illustrate what he or she presently knows, is
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ready to learn, and is projected to achieve over a given period. The developers of the MAP test
regularly conduct analyses such as pool-depth analysis, test validation, comparability-linking
studies, and differential-item-functioning analysis to ensure test reliability, validity, and fairness
in all administrations of the test to all populations.

Procedures

One day prior to the administration of the surveys, students with completed consent and
assent forms received a follow-up letter from their ESL teacher detailing where and when they
would complete the surveys. I created a master list from the consents/assents she had received
and assigned a code number to each participant. She then used the master list to label the
surveys with the code numbers. This needed to be done to match students to their ACCESS for
ELLs data. I determined four dates, one for each middle school, to conduct the survey research.
Students completed the two surveys during their lunch period or another specified time identified
by the school. The surveys were administered in a counter-balanced fashion to control for order
effects. Approximately half of the students took the ALQ first while the other half of the
students took the STF survey first. Pizza was provided to thank the students for their
participation. Lunch periods were 45 minutes long. The two surveys took no more than 20
minutes to complete, leaving roughly 25 minutes to eat the pizza. When all students had finished
the two surveys, I collected the surveys and served the pizza. If any students had a food
allergy/intolerance to pizza, they were instead given a $5 McDonald's gift card. The amount of
$5 was selected because students can purchase a meal at McDonald's for $5. All students
participating in this study were also entered into a drawing for a chance to win a $50 gift card to
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Dunkin Donuts. Once all surveys were completed, I tabulated the subscale mean scores for the
ALQ and the total mean scores for the STF survey and inputted the data into SPSS.

Data Analysis

Descriptive and inferential statistics were utilized to analyze the data. Descriptive
statistics organize, summarize, and simplify collected data (Gravetter & Wallnau, 2011). I
analyzed means, frequency distributions, ranges, skewness, and kurtosis. Researchers use
inferential statistics, on the other hand, to generalize scores from a sample back to a given
population. Specifically, researchers are most interested in determining whether sample scores
differ significantly from a population or significantly from each other (Mertens, 2010). I used
linear regression models. Table 4 shows the alignment of each data analysis technique with the
research questions.

Multiple Linear Regression
I utilized multiple linear regression to analyze the relationship between students’
achievement on a test of English language proficiency and the students’ perceptions of their
teachers as authentic leaders as manifested by four observable predictor variables. I also used
multiple linear regression to analyze the combined effect of the four aforementioned authentic
leadership predictor variables and students’ trust in their teachers on students’ achievement on a
test of English language proficiency. This model utilized a total of five observable predictor
variables. In multiple linear regression, several independent variables combined in a linear
fashion to predict an outcome (Field, 2013).
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Table 4
Alignment of Research Questions and Hypotheses With Data Analysis Techniques

Research questions and hypotheses
Research question #1a: To what extent do middle school English
language learners’ perceptions of their teachers as authentic leaders predict
students’ composite ACCESS for ELLs scores from the 2014-2015 school
year, provided they have been in a transitional bilingual education program
for 7 or more years?
H1: Middle school English language learners’ perceptions of their teachers
as authentic leaders will correlate positively to students’ composite
ACCESS for ELLs scores.

Multiple
Simple
regression regression
model
model
X

X

Research question #1b: To what extent do middle school English
language learners’ trust in their teachers predict students’ composite
ACCESS for ELLs scores from the 2014-2015 school year, provided they
have been in a transitional bilingual education program for 7 or more
years?

X

H2: Middle school English language learners’ trust in their teachers will
correlate positively to students’ composite ACCESS for ELLs scores.

X

Research question #1c: To what extent do middle school English
language learners’ perceptions of their teachers as authentic leaders
and their trust in their teachers combine to predict students’ composite
ACCESS for ELLs scores from the 2014-2015 school year, provided they
have been in a transitional bilingual education program for 7 or more
years?

X

H3: Middle school English language learners’ perceptions of their teachers
as authentic leaders and their trust in their teachers will combine to
correlate positively to students’ composite ACCESS for ELLs scores.

X

Research question #2: To what extent do middle school English language
learners’ composite ACCESS for ELLs scores from the 2014-2015 school
year predict their achievement in reading, provided they have been in a
transitional bilingual education program for 7 or more years?
H4: Middle school English language learners’ composite ACCESS for
ELLs scores will correlate positively to their achievement in reading.

X

X
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Simple Linear Regression
I used simple linear regression to determine how well middle school ELLs’ trust in their
teachers predicted their scores of English language proficiency and how well their English
language proficiency scores predicted their scores on a test of reading skills. In simple linear
regression, only one independent variable is utilized to predict an outcome (Field, 2013).

Limitations

Because this study was focused on the experiences of middle school ELLs from only one
suburban school district, it is limited in its ability to be generalized to other middle schools
across the nation, which is a threat to this study’s external validity. The convenience aspect of
the sampling method also causes a threat to internal validity in the form of sample selection.
Further limiting this study is its small sample size (66 participants0. This sample size
significantly limited the power of Research Questions 1a and 1c, resulting in greater likelihood
of a Type II error. Based on a medium effect size (f2 = .15), alpha < .05, and power = .80, a
multiple linear regression model employing four independent variables to predict y (Research
Question 1a) needs a minimum n = 85. Based on a medium effect size (f2 = .15), alpha < .05,
and power = .80, a multiple linear regression model employing five independent variables to
predict y (Research Question 1c) needs a minimum n = 92.
Additionally, this study used only one indicator of English language proficiency, the
ACCESS for ELLs assessment, and only one indicator of reading achievement, the NWEA’s
MAP test. Another limitation of this study results from the students being required to read the
survey without any interpretation of the question stems from me. This may have been a
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difficulty for not only students with exceptional needs, but also, a difficulty for the group as a
whole because the ALQ had not been used before with middle school students. In a review of
the extant research, the ALQ had only previously been taken by adults in various fields including
the field of education, nursing, and corporate settings. Given that the reliability coefficients
between the current study and what has been reported in the research for the ALQ subscales were
quite discrepant, there may have been an issue with the readability of the ALQ for the
participants in this study which would pose a threat to its internal validity. The students in this
study had the option of having survey questions reread to them by me to mitigate the effects of
any learning disability they may have and to mitigate the effects of the readability of the survey
for middle school-aged children. No students asked me to reread any of the survey questions.
Though prior achievement was not included in the regression model of this study as an
independent variable, prior achievement on the ACCESS for ELLs assessment was controlled by
ensuring that all of the participants had not ever earned a high enough score to qualify them to
exit the TBE program. It must also be noted that this study did not control for participants’ past
relationship with and perceptions of their previous teachers. This study was designed to be a
snapshot of the participants’ present perceptions to determine whether the conditions during this
school year related to their finally achieving a score high enough on the ACCESS for ELLs
assessment to exit the TBE program.
Aside from these limitations, it must be noted that the assessment used to measure
English language proficiency and the assessment used to measure reading skills in this study had
some parallels. The ACCESS for ELLs test measures proficiency in the areas of listening,
speaking, reading, and writing. The NWEA MAP reading test is a test of students’ reading
comprehension and vocabulary skills. Though the ACCESS for ELLs test and the MAP reading
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test were not designed to measure the same constructs, there still exists some overlap in what
they measure because they both measure reading skills to a certain extent. This study did not
remove the reading subscale from the ACCESS for ELLs test to avoid redundancy between what
the ACCESS for ELLs test and the NWEA MAP reading test were measuring. The possibility of
measuring a subscale (reading skills) against itself is a threat to the validity of this study’s
results.

Conclusion

Quantitative survey research was employed in this study. The instruments used were
surveys on perceptions of authentic leadership and student trust in their teachers and an
assessment of English language proficiency. Convenience sampling was used to select this
study’s participants. Results were analyzed using descriptive and inferential statistics. Chapter 4
provides an in-depth discussion of the findings from the data obtained.

CHAPTER 4

FINDINGS
Introduction
The purpose of this study was to examine the relationship between middle school ELLs’
perceptions of their teachers’ authentic leadership, their trust in their teachers, and their
demonstrated English language proficiency on the ACCESS for ELLs test. Additionally, this
study sought to determine the extent to which ELLs’ English language proficiency predicted
their achievement on an assessment designed to measure reading skills. The ALQ was employed
to examine student perceptions about their teachers as authentic leaders. The STF survey was
utilized to measure students’ level of trust in their teachers. The NWEA’s MAP test was used to
measure students’ academic achievement in reading.
The findings presented in this chapter include a quantitative analysis of the ALQ and STF
survey results. Multiple regression and associated effect sizes were used to examine the research
questions of this study.

Description of the Sample

Sixty-six middle school ELLs who had been in the TBE program for 7 or more years
participated in this study. Participants were either seventh or eighth graders in District 219, a
large suburban unit district near Chicago. Thirty-six percent of the participants were male (n =
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24) and 64% of the participants were female (n = 42). Twenty-four of the participants were
seventh-grade students who had been in the TBE program for 7 years. Six of the participants
were seventh-grade students who had been in the TBE program for 8 years. Three of the
participants were eighth-grade students who had been in the TBE program for 7 years, thirty of
the participants were eighth-grade students who had been in the TBE program for 8 years, and 3
of the participants were eighth-grade students who had been in the TBE program for 9 years.
The assessment used to measure students’ English language proficiency in this study is
the ACCESS for ELLs test. There are five levels of proficiency on the ACCESS for ELLs test
that was used in this study to measure English development. From lowest to highest, Level 1 is
referred to as Entering, Level 2 is referred to as Beginning, Level 3 is referred to as Developing,
Level 4 is referred to as Expanding, and Level 5 is referred to as Bridging. Three of the
participants in this study were classified as a Level 2. Twenty-one of the participants in this
study were classified as a Level 3. Thirty-three of the participants in this study were classified as
a Level 4. And 9 of the participants in this study were classified as a level 5.
The assessment used to measure students’ academic achievement in reading is NWEA’s
MAP reading test. This test can be used to compare a student’s achievement to a specific
benchmark such as college-readiness. If a seventh-grade student earned a score of 227 or higher
on the spring reading test, according to the NWEA’s 2015 norms, he or she would be projected
to be college-ready. If an eighth-grade student earned a score of 230 or higher on the spring
reading test, according to the NWEA’s 2015 norms, he or she would be projected to be collegeready. None of the participants in this study were considered college-ready according to the
aforementioned benchmarks.

78
Data Screening and Descriptive Statistics

The data were initially explored to assess assumptions for linear regression and to
provide descriptive statistics. The initial screening revealed no missing values or outliers.
Additional regression assumptions were addressed and examined on the residuals to test for
linearity, independence, homoscedasticity, multicollinearity, and normality. None of the
assumptions were violated.
The descriptive statistics were based on the surveys from all 66 participants. Table 5
provides the descriptive statistics for each of the four ALQ subscales. For the ALQ, the lowest
possible rating was 0.0, and the highest possible rating was 4.0. In this study, the lowest actual
rating of perceived authentic leadership was 0.75, and the highest actual rating was 4.0. For each
question, a rating of 0 corresponded to “Not at all,” a 1 corresponded to “Once in a while,” a 2
corresponded to “Sometimes,” a 3 corresponded to “Fairly often,” and a 4 corresponded to
“Frequently, if not always.” Additionally, each subscale of the ALQ was examined for skewness
and kurtosis. Self-awareness, transparency, and balanced processing were negatively skewed,
though not significantly—their skewness and kurtosis values were within the -2 to +2 range.
Transparency and moral perspective were platykurtic, though not significantly. Self-awareness
and balanced processing were leptokurtic, though again, not significantly.
Table 5 also provides the descriptive statistics for the full STF survey, which does not
contain subscales. The lowest possible rating for this scale was 1.0, and the maximum possible
rating was 4.0. In this study, the lowest actual rating of student trust in faculty was 1.92, and the
highest actual rating was 3.92. For each question (with the exception of one that was scored in
reverse), a rating of 1 corresponded to “Strongly Disagree,” a 2 corresponded to “Disagree,” a 3
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Table 5
Descriptive Statistics for ALQ Subscales and the STF Survey
Scale

n

Self-awareness subscale
Transparency subscale
Moral perspective subscale
Balanced processing subscale
STF Survey

66
66
66
66
66

Mean
Range
(SD)
2.95(.70)
0-4
2.80(.58)
0-4
2.81(.54)
0-4
2.95(.62)
0-4
3.11(.47)
1-4

Skew

Kurtosis

-1.07
-.27
.02
-.74
-.41

1.08
-.72
-.47
1.04
-.30

corresponded to “Agree,” and a 4 corresponded to “Strongly Agree.” The full STF survey was
examined for skewness and kurtosis. The distribution was negatively skewed, though not
significantly. Also, the distribution was platykurtic, though again, not significantly.
Beyond these descriptive statistics, Table 6 provides the Cronbach’s alpha, a measure of
internal consistency, for each subscale of the ALQ and for the composite STF survey because the
STF survey has no subscales. Alpha coefficients ranged from .39 to .67 for the ALQ subscales.
The cut-point for high internal consistency in the literature is α ≥ .70 (Nunnally, 1978). None of
the alpha coefficients for the ALQ subscales in this study were above this cut-point. These low
alpha coefficients are threats to the internal validity of the measures from this study. Table 6
also provides the Cronbach’s alpha for each subscale as it is reported in the research. Interitem
correlations for all of the ALQ subscales were also examined. These results are presented in
Tables 7-10. Because the correlation matrix for the STF survey is so large, only summary data
are provided. Within the STF survey, interitem correlations ranged from -.037 to .587. The cutpoint for acceptable interitem correlation is .30 (Field, 2013). Many of the interitem correlations
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for the ALQ subscales and the STF survey were not above this cut-point. These low interitem
correlations are also threats to the internal validity of the measures from this study.

Table 6
ALQ Scales and STF Survey Reliability Coefficients
Scale
Self-awareness subscale
Transparency subscale
Moral perspective subscale
Balanced processing subscale
STF composite

Alpha as reported in the research Study’s alpha
.92
.672
.87
.589
.76
.393
.81
.453
.90
.847

Presentation of the Data

Findings for Research Question 1a
RQ1a: To what extent do middle school English language learners’ perceptions of their teachers
as authentic leaders predict students’ composite ACCESS for ELLs scores from the 20142015 school year, provided they have been in a transitional bilingual education program
for 7 or more years?
H1: Middle school English language learners’ perceptions of their teachers as authentic leaders
will correlate positively to students’ composite ACCESS for ELLs scores. Not
Supported.
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Table 7
Interitem Correlations Between ALQ Self-Awareness Scores
SA Q1

SA Q2

SA Q3

SA Q4

SA Q1

-------

.335

.417

.458

SA Q2

-------

-------

.310

.222

SA Q3

-------

-------

-------

.304

SA Q4

-------

-------

-------

-------

Table 8
Interitem Correlations Between ALQ Transparency Scores

Trans.Q1

Trans.Q1 Trans.Q2 Trans.Q3 Trans.Q4 Trans.Q5
------.139
.312
.291
.276

Trans.Q2

-------

-------

.211

.121

.283

Trans.Q3

-------

-------

-------

.014

.371

Trans.Q4

-------

-------

-------

-------

.222

Trans.Q5

-------

-------

-------

-------

-------
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Table 9
Interitem Correlations Between ALQ Moral Perspective Scores

MP Q1

MP
Q1
-------

MP
Q2
.106

MP
Q3
.300

MP
Q4
-.072

MP Q2

-------

-------

.123

.178

MP Q3

-------

-------

-------

.195

MP Q4

-------

-------

-------

-------

Table 10
Interitem Correlations Between ALQ Balanced Processing Scores
BP Q1

BP Q2

BP Q3

BP Q1

-------

.158

.107

BP Q2

-------

-------

.392

BP Q3

-------

-------

-------
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Multiple linear regression was conducted using the ALQ subscales to examine the extent
to which perceptions of authentic leadership predicted students’ composite ACCESS for ELLs
scores. Alpha level .05 was used as the cut-point to determine whether the relationship between
the variables was statistically significant. Preliminary investigations were conducted before the
analysis to ensure that there were no violations of the assumptions of linearity, homoscedasticity,
independence, and normality and to check for a lack of multicollinearity among the variables.
None of the assumptions were violated. Figure 2 shows a graphical representation of the test of
normality. Figure 2 indicates that normality was achieved with the composite ACCESS for
ELLs scores. The Kolmogorov-Smirnov test of normality tests whether a distribution of scores
is significantly different from a normal distribution (Field, 2013). If a value is shown to be
significant, this indicates a deviation from normality. The value of .051 in this study’s
Kolmogorov-Smirnov test was not statistically significant and therefore indicated that the
assumption of normality was not violated. The Shapiro-Wilk test of normality also tests whether
a distribution of scores is significantly different from a normal distribution (Field). Again, a
significant value indicates a deviation from normality. The value of .029 in this study’s ShapiroWilk test was statistically significant, which means the assumption of normality was violated.
Given that Research Questions 1a, 1b, and 1c all had the same dependent variable (the ACCESS
for ELLs test), the results from the Kolmogorov-Smirnov test and Shapiro-Wilk test that were
found for Research Question 1a were also found for Research Questions 1b and 1c.
To further confirm normality, skewness and kurtosis were also examined. The composite
ACCESS for ELLs scores distribution was slightly negatively skewed. Additionally, the
distribution was slightly platykurtic. Neither the skewness nor the kurtosis were significant—
their values were within the -2 to +2 range. Overall, it appears from a three-perspective test of
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Figure 2: Graphical representation of composite ACCESS for ELLs scores normality.

normality (descriptively, graphically, and inferentially) that the assumption of normality was not
violated.
As stated, the regression analysis that was run was with the ALQ subscales as predictor
variables of the students’ composite ACCESS for ELLs scores. The multiple regression model
with all four ALQ subscales as predictors produced R2 = .021, F(4, 61) = 0.327, p = .429 (p value
divided by two to correct for hypothesis directionality). The ALQ subscales had a nonsignificant
relationship with participants’ composite ACCESS for ELLs scores, indicating that the
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participants’ perceptions of their teachers as authentic leaders cannot be expected to predict how
well these students would do on a test of language proficiency. The model can be considered a
“bad” model because none of the predictors were statistically significant, and, as such, no effect
was manifested (i.e., R2 was near .000, as would be expected given the circumstance).
Participants’ predicted composite ACCESS for ELLs scores was equal to 4.208 - .017 (from
teachers’ self awareness) + .167 (from teachers’ transparency) - .230 (from teachers’ moral
perspective) + .018 (from teachers’ balanced processing), where all of the independent variables
were measured on a Likert scale of 0-4 points. Given that the relationship between the
independent and dependent variables was near 0 and the standard error of the estimate was .7068
(meaning that nearly a whole point of the predicted composite ACCESS for ELLs scores was
error), none of the ALQ subscales were found to be a statistically significant predictor of the
participants’ composite ACCESS for ELLs scores. A standard error of the estimate value of
.7068 is too much error in the model and accounts for there being no effect (the adjusted R2 was
.000); a small, nonsignificant F value; small t values; and no statistically significant predictors.
See Table 11 for the results.

Table 11
Regression Analysis of the ALQ Subscale Scores and the Composite ACCESS for ELLs Scores
Dependent variable

Independent variable

Composite ACCESS score ALQ Transparency
ALQ Moral Perspective
ALQ Balanced Processing
ALQ Self-Awareness

B

SE B

.167
-.230
.018
-.017

.219
.216
.206
.183

ß

R2

.140 .021
-.179
.016
-.017
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Based on a medium effect size (f2 = .15), alpha < .05, and power = .80, a multiple linear
regression model employing four independent variables to predict y needs a minimum n = 85.
The number of participants in this study was 66. Based on a medium effect size (f2 = .15), alpha
< .05, n = 66, and the number of predictors = 4, this multiple linear regression model has posthoc power = .67, meaning if there were an effect, it would be manifested 67% of the time with
the probability of a Type II error at 33% (1.0 - .67). With such a high probability of a Type II
error, it is quite likely that the model would have failed to detect a genuine effect if one had
existed. In this model, however, a genuine effect did not exist; there was no statistically
significant relationship.

Findings for Research Question 1b
RQ1b: To what extent do middle school English language learners’ trust in their teachers predict
students’ composite ACCESS for ELLs scores from the 2014-2015 school year, provided
they have been in a transitional bilingual education program for 7 or more years?
H2: Middle school English language learners’ trust in their teachers will correlate positively to
students’ composite ACCESS for ELLs scores. Not Supported.

Simple linear regression was conducted using the STF survey to examine the extent to
which participants’ trust in their teachers predicted the students’ composite ACCESS for ELLs
scores. Alpha level .05 was used as the cut-point to determine whether the relationship between
the variables was statistically significant. Preliminary investigations were conducted before the
analysis to ensure that there were no violations of the assumptions of linearity, homoscedasticity,
independence, and normality and to check for a lack of multicollinearity among the variables.
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None of the assumptions were violated. Figure 2 showed a graphical representation of the test of
normality. Figure 2 indicated that normality was achieved with the composite ACCESS for
ELLs scores. As stated previously in the discussion of Research Question 1a, the KolmogorovSmirnov test and the Shapiro-Wilk test were performed to test distribution normality. To further
confirm normality, skewness and kurtosis were also examined. The composite ACCESS for
ELLs scores distribution was slightly negatively skewed. Additionally, the distribution was
slightly platykurtic. Neither the skewness nor the kurtosis were significant—their values were
within the -2 to +2 range. Overall, it appears from a three-perspective test of normality
(descriptively, graphically, and inferentially) that the assumption of normality was not violated.
As stated, the regression analysis that was run for Research Question 1b was with the
STF survey as a predictor variable of the participants’ composite ACCESS for ELLs scores.
With the STF survey as the only predictor variable in the model, the analysis that was conducted
was a simple linear regression model. The regression model with the STF survey as a predictor
produced R2 = .010, F(1, 64) = 0.621, p = .217 (p value divided by two to correct for hypothesis
directionality). The STF survey had a nonsignificant relationship with participants’ composite
ACCESS for ELLs scores, indicating that the participants’ trust in their teachers cannot be
expected to predict how well these students would do on a test of language proficiency (see
Figure 3 for a graphical representation of the nonsignificant relationship). The model can be
considered a “bad” model because the predictor was not statistically significant, and, as such, no
effect was manifested (i.e., R2 was near .000, as would be expected given the circumstance).
Participants’ predicted composite ACCESS for ELLs scores was equal to 4.208 - .068 (from STF
rating), where the independent variable was measured on a Likert scale of 1-4 points. Given that
the relationship between the independent and dependent variables was near 0 and the standard
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error of the estimate was .6940 (meaning that nearly a whole point of the predicted composite
ACCESS for ELLs scores was error), the STF survey was found to be a statistically
nonsignificant predictor of the participants’ composite ACCESS for ELLs scores. A standard
error of the estimate value of .6940 is too much error in the model and accounts for there being
virtually no effect (the adjusted R2 was .010); a small, nonsignificant F value; small t values; and
a statistically nonsignificant predictor.

Figure 3: Graphical representation of the nonsignificant relationship between the STF survey
scores and the composite ACCESS for ELLs scores.

Based on a medium effect size (f2 = .15), alpha < .05, and power = .80, a linear regression
model employing one independent variable to predict y needs a minimum n = 55. The number of
participants in this study, 66, surpassed this threshold. Based on a medium effect size (f2 = .15),
alpha < .05, n = 66, and the number of predictors = 1, this linear regression model has post-hoc
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power = .87, meaning if there were an effect, it would be manifested 87% of the time with the
probability of a Type II error at 13% (1.0 - .87). With such a low probability of a Type II error,
it is very unlikely that the model would have failed to detect a genuine effect if one had existed.
In this model, however, a genuine effect did not exist; there was no statistically significant
relationship.

Findings for Research Question 1c
RQ1c: To what extent do middle school English language learners’ perceptions of their
teachers as authentic leaders and their trust in their teachers combine to predict students’
composite ACCESS for ELLs scores from the 2014-2015 school year, provided they
have been in a transitional bilingual education program for 7 or more years?
H3: Middle school English language learners’ perceptions of their teachers as authentic leaders
and their trust in their teachers will combine to correlate positively to students’ composite
ACCESS for ELLs scores. Not Supported.

Multiple linear regression was conducted using the ALQ subscales and STF survey to
examine the extent to which perceptions of authentic leadership and trust in teachers predicted
students’ composite ACCESS for ELLs scores. Alpha level .05 was used as the cut-point to
determine whether the relationship between the variables was statistically significant.
Preliminary investigations were conducted before the analysis to ensure that there were no
violations of the assumptions of linearity, homoscedasticity, independence, and normality and to
check for a lack of multicollinearity among the variables. None of the assumptions were
violated. Figure 2 showed a graphical representation of the test of normality. Figure 2 indicated
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that normality was achieved with the composite ACCESS for ELLs scores. As stated previously
in the discussion of Research Question 1a, the Kolmogorov-Smirnov test and the Shapiro-Wilk
test were performed to test distribution normality. To further confirm normality, skewness and
kurtosis were also examined. The composite ACCESS for ELLs scores distribution was slightly
negatively skewed. Additionally, the distribution was slightly platykurtic. Neither the skewness
nor the kurtosis were significant—their values were within the -2 to +2 range. Overall, it appears
from a three-perspective test of normality (descriptively, graphically, and inferentially) that the
assumption of normality was not violated.
The regression analysis that was run for Research Question 1c was with all of the ALQ
subscales and the STF survey as predictor variables of the participants’ composite ACCESS for
ELLs scores. The multiple regression model with these predictor variables produced R2 = .044,
F(5, 60) = 0.555, p = .367 (p value divided by two to correct for hypothesis directionality). The
ALQ subscales and STF survey combined to have a nonsignificant relationship with participants’
composite ACCESS for ELLs scores, indicating that the participants’ perceptions of their
teachers as authentic leaders and their trust in their teachers cannot be expected to predict how
well these students would do on a test of language proficiency. The model can be considered a
“bad” model because none of the predictors were statistically significant, and, as such, no effect
was manifested (i.e., R2 was near .000, as would be expected given the circumstance).
Participants’ predicted composite ACCESS for ELLs scores was equal to 4.208 - .044 (from
teachers’ self-awareness) + .161 (from teachers’ transparency) - .141 (from teachers’ moral
perspective) + .005 (from teachers’ balanced processing - .140 (from STF rating), where both
the ALQ subscales and the STF survey were measured on a Likert scale of 1-4 points. Given
that the relationship between the independent and dependent variables was near 0 and the
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standard error of the estimate was .7042 (meaning that nearly a whole point of the predicted
composite ACCESS for ELLs scores was error), the ALQ subscales and STF survey were found
to be statistically nonsignificant predictors of the participants’ composite ACCESS for ELLs
scores. A standard error of the estimate value of .7042 is too much error in the model and
accounts for there being no effect (the adjusted R2 was .000); a small, nonsignificant F value;
small t values; and no statistically significant predictors. See Table 12 for the results.

Table 12
Regression Analysis of the ALQ Subscale Scores and STF Scores With the Composite ACCESS
for ELLs Scores
Dependent variable

Independent variable

Composite ACCESS score ALQ Transparency
ALQ Moral Perspective
ALQ Balanced Processing
ALQ Self-Awareness
STF

B

SE B

.277 .236
-.262 .217
.009 .206
-.063 .194
-.300 -.249

ß

R2

.233 .044
-.204
.008
.063
-.202

Based on a medium effect size (f2 = .15), alpha < .05, and power = .80, a multiple linear
regression model employing five independent variables to predict y needs a minimum n = 92.
The number of participants in this study was 66. Based on a medium effect size (f2 = .15), alpha
< .05, n = 66, and the number of predictors = 5, this multiple linear regression model has posthoc power = .63, meaning if there were an effect, it would be manifested 63% of the time with
the probability of a Type II error at 37% (1.0 - .63). With such a high probability of a Type II
error, it is quite likely that the model would have failed to detect a genuine effect if one had
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existed. In this model, however, a genuine effect did not exist; there was no statistically
significant relationship.

Findings for Research Question 2

RQ2: To what extent do middle school English language learners’ composite ACCESS for ELLs
scores from the 2014-2015 school year predict their achievement in reading, provided
they have been in a transitional bilingual education program for 7 or more years?
H4: Middle school English language learners’ composite ACCESS for ELLs scores will correlate
positively to their achievement in reading. Supported.

Simple linear regression was conducted to examine the extent to which the participants’
composite ACCESS for ELLs scores predicted their MAP scores. Alpha level .05 was used as
the cut-point to determine whether the relationship between the variables was statistically
significant. Preliminary investigations were conducted before the analysis to ensure that there
were no violations of the assumptions of linearity, homoscedasticity, independence, and
normality and to check for a lack of multicollinearity among the variables. None of the
assumptions were violated. Figure 4 shows a graphical representation of the test of normality.
Figure 4 indicates that normality was achieved with the MAP reading score. The KolmogorovSmirnov test of normality tests whether a distribution of scores is significantly different from a
normal distribution (Field, 2013). If a value is shown to be significant, this indicates a deviation
from normality. The value of .200 in this study’s Kolmogorov-Smirnov test was not statistically
significant and therefore indicated that the assumption of normality was not violated. The
Shapiro-Wilk test of normality also tests whether a distribution of scores is significantly different
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from a normal distribution (Field). Again, a significant value indicates a deviation from
normality. The value of .669 in this study’s Shapiro-Wilk test was not statistically significant,
which means the assumption of normality was not violated.
To further confirm normality, skewness and kurtosis were also examined and the data
were plotted (see Figure 4). The MAP score distribution was slightly negatively skewed.
Additionally, the distribution was slightly platykurtic. Neither the skewness nor the kurtosis
were significant—their values were within the -2 to +2 range. Overall, it appears from a threeperspective test of normality (descriptively, graphically, and inferentially) that the assumption of
normality was not violated.

Figure 4: Graphical representation of MAP reading scores normality.
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As stated, the regression analysis that was run for Research Question 2 was with the
ACCESS for ELLs composite score as a predictor of the participants’ MAP test reading score.
The regression model with the ACCESS for ELLs composite score as a predictor produced R2 =
.292, F(1, 64) = 26.399, p < .05. The ACCESS for ELLs composite score had a significant
relationship with participants’ MAP test reading score, indicating that the participants’ English
language proficiency can be expected to predict how well these students would do on a test of
reading comprehension and vocabulary use. Participants’ predicted MAP test reading score was
equal to 166.561 + 9.125 (from composite ACCESS for ELLs scores), where the independent
variable was measured on a continuous scale of proficiency levels ranging from 1.0-5.9. This
means that with a starting score of 167 (the intercept in the model), participants’ MAP test
reading score would be expected to increase about 9 points for each level of English language
proficiency, as measured by the ACCESS for ELLs assessment. The level of English language
proficiency was a significant predictor of the MAP reading score, p < .001. The adjusted R2 was
.281, which means that about 28% of the variance in MAP reading scores was accounted for by
having the ACCESS for ELLs composite score in the model. Given that the effect accounts for
28% of the variance, this is, according to Cohen (1988), a large effect size. The standard error
of the estimate was 9.908 (meaning that only about 10 points of the predicted MAP reading score
was error). This was not a lot of error, as evidenced by the model having a statistically
significant predictor of the MAP reading score (which was the ACCESS for ELLs composite
score); a high, significant F value; high, significant t values; and a high adjusted R2 value.
Figure 5 shows a graphical representation of the significant relationship between
composite ACCESS for ELLs scores and the MAP reading scores. Based on a medium effect
size (f2 = .15), alpha < .05, and power = .80, a multiple linear regression model employing one
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independent variable to predict y needs a minimum n = 55. The number of participants in this
study, 66, surpassed this threshold. Based on a medium effect size (f2 = .15), alpha < .05, n = 66,
and the number of predictors = 1, this linear regression model has post-hoc power = .87, meaning
if there were an effect, it would be manifested 87% of the time with the probability of a Type II
error at 13% (1.0 - .87). With such a low probability of a Type II error, it is very unlikely that
the model would have failed to detect a genuine effect. In this model, a genuine effect did exist;
there was a statistically significant relationship between participants’ composite ACCESS for
ELLs scores and their MAP reading scores.

Figure 5: Graphical representation of the significant relationship between the composite
ACCESS for ELLs scores and the MAP reading scores.
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Conclusion
In this chapter, this study’s results are presented as related to the four research questions.
The statistical analyses suggest that the participants’ perceptions of their teachers as authentic
leaders was not a statistically significant predictor of the students’ composite ACCESS for ELLs
scores that measured their English language proficiency. In addition to this, the statistical
analyses suggest that the participants’ trust in their teachers was also not a statistically significant
predictor of the students’ composite ACCESS for ELLs scores. Furthermore, the participants’
perceptions of their teachers as authentic leaders and their trust in their teachers did not combine
to statistically predict the participants’ composite ACCESS for ELLs scores. The hypotheses for
these research questions were not supported. Middle school ELLs’ perceptions of their teachers
as authentic leaders statistically did not relate positively to students’ composite ACCESS for
ELLs scores. Middle school ELLs’ trust in their teachers statistically did not relate positively to
students’ composite ACCESS for ELLs scores. Middle school ELLs’ perceptions of their
teachers as authentic leaders and their trust in their teachers did not statistically combine to relate
positively to students’ composite ACCESS for ELLs scores.
As far as Research Question 2, the statistical analyses suggest that the participants’
English language proficiency (as measured by their composite ACCESS for ELLs scores) was a
statistically significant predictor of their reading comprehension and vocabulary-use skills (as
measured by the MAP reading assessment), p < .001. The hypothesis was supported. Based on
the results of the model, middle school ELLs’ composite ACCESS for ELLs scores will relate
positively to their achievement in reading. The adjusted R2 was .281, which means that about
28% of the variance in MAP reading scores was accounted for by having the ACCESS for ELLs
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composite score as the predictor in the model. This is a large effect size and has considerable
implications for future practice.
In Chapter 5, I discuss the findings in greater detail, including their practical significance,
recommendations for practice, and suggestions for future research. The next chapter also offers
explanations of the factors that may have influenced the results of this study.

CHAPTER 5

DISCUSSION

Introduction

Based on a review of the literature, a gap exists in research related to the study of
authentic leadership in school systems, particularly an analysis of teachers as authentic leaders
and how the teacher-student relationship affects the success of students learning ESL. Therefore,
the purpose of this study was to determine the relationship between middle school ELLs’
perceptions of their teachers as authentic leaders, their trust in their teachers, and their success in
language development. The relationship between students’ level of language development
success and their success on a test of reading achievement was also examined. This chapter
includes a discussion of the findings, recommendations for practice, suggestions for future
research, and final thoughts.

Discussion
One goal of this study was to examine the extent to which middle school ELLs’
perceptions of their teachers as trustworthy, authentic leaders related to the students’ English
language development. As the review of the literature revealed, several studies had looked at
authentic leadership in the field of education among teachers and administrators; however,
authentic leadership and its subsequent impact had not been studied between teachers and
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students (Bird et al., 2009, 2012; C. Wang & Bird, 2011). In the studies about teachers and their
administrators, the researchers posited that teachers’ perceptions of their school administrators as
authentic leaders would relate positively to such outcomes as engagement, empowerment, job
satisfaction, and job retention. Other findings from studies of authentic leadership outside the
field of education suggest that followers’ perceptions of their leaders as authentic relate
positively to workers’ performance, among other outcomes (Leroy et al., 2012; Peus et al., 2012;
Wong & Laschinger, 2013; Zamahani et al., 2011). The current study sought to fill a gap in the
literature by examining the performance of a population of students who had yet to meet
proficiency standards in terms of their English language development and relating this
performance to their views of their leaders (their teachers) as authentic and trustworthy. While
in all of the aforementioned quantitative studies a significant positive correlation was found
between workers’ perceptions of their leaders as authentic and their work performance, this was
not the case in the findings of the current study. In the current study, no significant relationship
was found to exist between the students’ perceptions of their leaders (their teachers) and how
well they performed on a test of their language proficiency.
Intuitively, it stands to reason that the length of the relationship between a leader and his
or her followers would be a mediator of any follower perceptions of his or her leader’s leadership
qualities. The longer the relationship, the more experiences followers have to draw upon to
make their assessment of their leaders. Though there have been several studies that examined
the relationship between perceptions of authentic leadership and work performance, none were
found that used the length of the relationship between leader and follower as a mediator of these
variables. Wong and Laschinger (2013) studied nurses’ perceptions of their managers’ level of
authentic leadership and the nurses’ work performance. Though the researchers reported the
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average length of time the nurses had worked on their respective units (8.6 years), the
researchers did not collect data on the length of the nurses’ relationship with their current
manager. Rego et al. (2011) and Zamahani et al. (2011) collected data on the length of
supervisor-employee relationships in their studies. In the Rego et al. study, the mean length of
the relationship was 2.8 years. In the Zamahani et al. study, more than 75% of the participants
had worked for their current employer for a year or more. Neither study, however, used length
of relationship as a mediator between perceptions of authentic leadership and work performance.
In the current study, the length of the relationship between the students and their teachers was
close to 9 months—roughly an entire school year. Wong and Laschinger, Rego et al., and
Zamahani et al. all reported statistically significant relationships between their variables of study,
while the current study did not. Because none of the studies used length of relationship as a
mediator and the length of relationship between leaders and followers was different for each
study, it cannot be assumed that a possible explanation for the lack of statistical significance in
the current study can be attributed to this.
One possible explanation for the difference in findings lies in the way work performance
was defined and studied in the existing studies on authentic leadership. In these studies, work
performance referred to employers’ perspective on the quality of workers’ work output, a
worker’s self-appraisal of the quality of his or her work compared to colleagues, or leaders’
perceptions of their workers’ benefit to the overall organization. In all of these instances, not
only was the independent variable of degree of authentic leadership possessed by leaders
measured using a self-report scale, but also the dependent variable of work performance was
measured using a self-report or others-report scale. For example, in Wong and Laschinger’s
(2013) study, nurses’ perceptions of their employers’ authentic leadership were studied in
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conjunction with the nurses’ “comparison of his/her performance with the performance of others
with similar tasks and roles” (p. 951). The nurses’ performance was not measured by an actual
set of proficiency standards related to the duties of the job. The current study aimed to research
student performance using a set of proficiency standards rather than a self-report measure in an
effort to try to understand the possible correlates associated with middle school students who
were still classified as ELLs because of not having demonstrated sufficient English language
proficiency even after 7+ years of bilingual education. Krashen’s theory of second language
acquisition suggests that it takes, on average, 5 to 7 years to become fully proficient in a second
language (1982). Thus, I wanted to study factors that may be related to it taking longer than 7
years for some students to demonstrate proficiency in their second language.
Performance in studies of students’ trust in their teachers was also measured through
standardized tests. In the current study, no significant relationship was found to exist between
middle school ELLs’ trust in their teachers and their performance on a test of English language
proficiency; however, a review of the literature on student achievement in a content area such as
reading showed numerous studies in which a significant positive relationship was identified
(Bankole, 2011; Goddard et al., 2009; Goddard et al., 2001; Lee, 2007). In one study that
examined the trust elementary school teachers in urban school settings had in their students and
the students’ performance, performance was measured by achievement on a state standardized
test. The study’s findings suggest that teachers’ trust in their students was a significant positive
predictor of variances in student achievement among the schools (Goddard et al., 2001). Of the
studies in which a positive relationship between trust and student academic achievement has
been found, some studies measured teachers’ trust in their students, while others measured
students’ trust in teachers. None of the studies in a review of the literature examined trust as a
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predictor of achievement on a test of English language proficiency, but one study was found that
sought to examine the extent to which various teacher behaviors moderated the effects of
language acquisition models on ELLs’ success on a test of reading skills (Lopez, 2012). In
Lopez’s study, the only teacher behavior that was a significant, positive moderator was teachers’
emotional warmth. The other teacher behaviors (e.g., teacher sensitivity, respect for student
perspectives, behavior management) were not found to be statistically significant moderators.
Similarly, in the current study, students’ perceptions of their teachers as authentic leaders and
their trust in their teachers were not found to be statistically significant predictors of ELLs’
achievement on the ACCESS for ELLs test. The nonsignificance of these findings does not
necessarily suggest that these factors are unsupportive of ELLs’ needs and what it takes for them
to be academically successful. A possible reason for the nonsignificant results from this study is
the restricted range of the independent and dependent variables. For example, the range of the
ACCESS for ELLs test is 1.0-5.9; however, the range of scores from the participants was 2.65.3, with a median score of 4.2 and a modal score of 4.1. Similarly, although the range of the
STF survey is 1.0-4.00, the median score reported was 3.15, and the modal score reported was
3.46 (a mid-high-level score). As such, the results from this study are limited in their
generalizability to schools with generally positive perceptions of teachers, and such a truncated
range of scores can make it difficult for significant differences to be found.
In regards to Research Question 2, this study also sought to examine the extent to which
ELLs’ scores on a test of English language proficiency predicted their success on a test of
reading skills. A positive, statistically significant relationship was found between the
participants’ ACCESS for ELLs scores and their MAP scores. One study from a review of the
literature that supported this finding looked at how both contextual and individual differences
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among schools and ELLs contributed to ELLs’ reading achievement (Ardasheva & Tretter,
2013). Included in the four contextual variables Ardasheva and Tretter (2013) found to be
statistically significant positive predictors of ELLs’ reading achievement were the participants’
English language proficiency along with students’ native language literacy, students’ use of
metacognitive strategies, and the quality of the school attended (as measured by the percent of all
students meeting or exceeding standards on state assessments). Research conducted by
Schoonen et al. (1998) helps to explain the findings regarding the relationship between English
language proficiency and reading achievement found in both the current study and in Ardasheva
and Tretter’s work. Schoonen et al.’s research suggests that reading achievement (as measured
on state tests) is generally a derivative of two main factors: students’ general reading skills and
their language-specific knowledge. General reading skills, according to many theories on
language acquisition, transfer from language to language (Crawford, 2004). If, for example, a
student understands how to summarize bodies of text in his or her first language, it is theorized
that that same student could summarize a comprehensible text in his or her second language.
Thus, the quality and quantity of schooling a student has had in his or her native language is
generally one of several positive predictors of his or her achievement in a second language. It
should be noted that many other sociocultural and school-environment factors also influence
students’ general reading skills aside from the native instruction they have received. These
include, but are not limited to, the educational background of ELLs’ parents, a community’s
poverty rate, a school’s student-to-teacher ratio, and a school’s rate of proficiency on
standardized tests of reading achievement (Carhill et al., 2008; Fry, 2008; Suarez-Orozco,
Suarez-Orozco, & Todorova, 2008).
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Language-specific knowledge is the factor from Schoonen et al.’s work that relates
specifically to the current study’s findings (1998). Unlike general reading skills, languagespecific knowledge does not transfer from one language to another. An example of languagespecific knowledge is vocabulary knowledge. Referring back to the example of summarizing a
text, a student might be able to use more descriptive language in his or her native language to
write a summary of a text, yet when attempting to summarize the same text in English, appear far
less skilled because of a lack of equivalent vocabulary knowledge. Thus, language proficiency
matters. The participants in the current study all had yet to demonstrate full English language
proficiency, and all of them were not considered college ready, as defined by the cut-score
benchmarks on the MAP reading assessment. They will remain classified as ELLs for at least
another school year, placing some of the students in their 10th year of a bilingual education
program and the majority in their ninth year. Both of these numbers of years exceed the 5 to 7
years of schooling it is theorized that it takes for students to fully acquire a second language
(Krashen, 1982). The results of the current study confirm that ELLs’ success on tests of reading
achievement can be predicted by their proficiency level in English. Specifically, for every unit
increase in language proficiency level, achievement on the MAP test of reading skills is
predicted to increase about 9 points. This increase, even for the students with the highest
language proficiency score, would not equate to a score that indicates college-readiness. In the
current study, the highest language proficiency score was 5.3, where the highest possible score is
5.9. The highest score’s student’s predicted MAP test reading score was a 216. A seventh-grade
student earning a score of 227 or higher on the spring MAP reading test, according to the
NWEA’s 2015 norms, is projected to be college ready. An eighth-grade student earning a score
of 230 or higher on the spring MAP reading test, according to the NWEA’s 2015 norms, is
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projected to be college ready. With the highest predicted MAP score being 216, none of the
students from the current study were on track for college readiness.
Although there are some researchers who question the validity and measurement quality
of high-stakes state assessments that both English-dominant students’ and ELLs’ reading skills
are measured against, the fact remains that these tests are how all schools and students are held
accountable (Abedi, 2004; Mahon, 2006). Many traditional methods used in bilingual education
programs have not consistently or adequately prepared some ELLs to meet language proficiency
benchmarks or reading proficiency benchmarks. This is especially the case with ELLs from lowincome families, which the participants in the current study were from (Goddard et al., 2009).
Although findings from the current study did not show that the students’ perceptions of their
teachers as authentic leaders or the trust middle school ELLs have in their teachers was
predictive of their achievement on a test of language proficiency, the findings from other studies
of the school environment suggest that the teacher-student relationship is an important factor in
ELLs’ achievement (Ardasheva & Tretter, 2013; Bankole, 2011; Boone, 2013; Corrigan et al.,
2010). Besides this, the findings from this study suggest that language proficiency is a
significant predictor of reading achievement, though scores of reading achievement for this
group of participants were considerably below college-readiness standards.

Recommendations for Practice

The results of this study suggest that English language proficiency is predictive of
reading achievement in middle school ELLs. Although authentic leadership and trust were not
found to be significant predictors of language proficiency scores in this study, other studies have
found perceptions of authentic leadership to be positively related to work performance and have
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also found trust to be positively correlated to student achievement. In light of the findings from
this study as well as findings from previous research, my recommendations for practice follow.
Federal and state-level policy makers should consider providing funding for all teachers of
second language learners to earn their ESL and/or bilingual education endorsements. Every
teacher who works with ELLs needs to have a solid understanding of the process of second
language acquisition and what hinders as well as facilitates it. The Every Student Succeeds Act
(ESSA) of 2015, which reauthorizes the Elementary and Secondary Education Act (ESEA) of
1965, is touted by the United States Department of Education as prioritizing excellence and
equity (U.S. Department of Education, 2016). Though many amendments have been made to
ESSA and ESEA, one constant between the two acts is the requirement for all states to report the
number and target number of ELLs attaining proficiency on the state’s annual examination of
English language proficiency as well as the number and target number of ELLs making adequate
progress. It is clear that the U.S. Department of Education’s focus is for all students to learn and
make of their lives whatever they desire to make of them.
A common adage that is used within schools is, Good teaching is just good teaching,
meaning that if an instructional practice works for one population of students, then it should
work for all of them. While this might be true, there are also some instructional practices and
teacher behaviors that further support populations with unique attributes, such as students
learning another language. A catch-all approach to teaching these populations might not be
sufficient. The SIOP model, for example, is widely used within bilingual education programs.
The SIOP is a framework for planning and delivering instruction to meet the needs of all learners
in general and the needs of ELLs in particular. Its components are lesson preparation, building
background, comprehensible input, strategies, interaction, practice and application, lesson
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Delivery, and lastly, review and assessment (Echevarria et al., 2011). All of these components
need to be studied and understood by teachers in the context of supporting students learning ESL
in the general education setting.
To facilitate the study and understanding of how to best provide instruction to ELLs,
ongoing professional development within school districts should take place. Specifically,
teachers should receive training in “the role of social context factors in individual language
learning outcomes” (Carhill et al., 2008, p. 1175). This is important because many studies have
shown that factors such as teacher trust in their students, peer relationships, and school resources
all relate significantly to ELLs’ engagement in school and academic achievement. For example,
in Hoy’s (2002) study of teacher trust at the secondary level, he found that faculty trust in
students facilitated student achievement in mathematics. Because learning is a co-operative
process between teacher and student, distrust, Hoy contends, makes a high level of student
learning almost impossible. Goddard et al. (2001) found similar results in their study at the
elementary level examining teacher trust in students and student achievement data in
mathematics and reading. Besides these studies, in a qualitative study of the sociocultural
aspects of secondary schools which have led to either ELLs dropping out or considering
dropping out, one of the central themes among participants was not feeling part of a social circle
(Boone, 2013).
An examination of these and other social-context factors broadens the lens through which
teachers examine ELLs’ success in school. In school districts where professional development
centered on these factors takes place, the conversation shifts from being focused on individual
differences among students which are outside of a school’s control to factors within a school’s
scope of influence that can shape ELLs’ academic success. The other key area of needed

108
training for teachers of ELLs is in the planning and delivery of instruction best suited for
students learning a second language. As mentioned previously, the SIOP model is a framework
that supports teachers in the organization of high-quality planning and instruction for ELLs. A
method of ongoing training that is becoming increasingly more frequently utilized in the field of
education is a blended model of face-to-face and virtual professional development. Most school
districts have teacher in-service days before the start of the school year. It is during these days
that the face-to-face professional development from leaders in bilingual education and the SIOP
(organized into content areas at the secondary level and grades at the elementary level) could
take place. Many school districts also organize their teachers into professional learning
communities within each school. These groups of teachers in most cases meet monthly, if not
weekly, and either teach the same content area or work with the same group of students. It is
during a portion of these meetings that virtual professional development, including webinars and
online workshops, could occur.
Aside from this, middle schools should be structured into nestled sections of students to
facilitate the development of trusting relationships between teachers and students. In a nestled
organizational structure, teachers of the various content areas would all teach a common group of
students. If, for example, a middle school had 800 students, the students might be divided into
32 sections of 25 students each. Teachers could be grouped into teams that teach the same
section of students. In this way, the teachers would work collaboratively to discuss the progress
of their students and have a more complete picture of their students’ abilities. Teachers need to
trust that their students are reliable and competent. Conversely, students must also trust that their
teachers are reliable and competent. All relationships take time to build (Rempel et al., 1985). It
is even more challenging for middle school teachers to build trusting relationships with their
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students than it is for elementary school teachers because middle school teachers have the added
disadvantage of only spending between 40 and 50 minutes with their students each day. This
disadvantage occurs because in middle schools, students rotate between several teachers and
classes during the school day. No matter the instructional practices a teacher employs, if
students perceive that their teachers’ (leaders’) words and actions misalign, that their teachers are
not transparent, and/or that their teachers are not self-aware of their attitudes and behaviors, then
outcomes such as follower satisfaction, engagement, and performance will suffer (Begley, 2001;
Bird et al., 2009, 2012; Branson, 2007; C. Wang & Bird, 2011). Thus, it is imperative that
middle schools are structured in the best possible ways to encourage positive relationships
between teachers and their students.
Beyond this, all teachers (not just the ones assigned to teach English and reading) should
take responsibility for creating a school environment that supports English language
development. In a school heavily populated by ELLs, every part of a classroom’s or hallway’s
physical space should support language learning. For example, walls of words that show
connections between vocabulary and concepts in the native language and vocabulary and
concepts in English should be displayed. Goal statements for language benchmarks should also
be displayed, indicating what command of English students are expected to have and the
standard to which they will be held accountable.
Additionally, all teachers should be expected to know their students by name and by need.
Knowing a student by name means more than being able to identify him or her in the hallway.
Teachers of ELLs must have a vested interest in knowing the familial and educational
backgrounds of their students because contextual social factors greatly impact observed
classroom behaviors and tendencies. Knowing a student by need refers to their instructional
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needs. Instruction cannot be effective if it is not targeted and specific. A student with a
beginning level of English language proficiency has different needs than a student who is nearing
full proficiency. With that being said, it is recommended that middle schools develop
individualized academic profiles for each ELL. This document should be updated each quarter
to track students’ reading levels throughout the year and their progress on district assessments
(such as the MAP test) administered multiple times in the year. The profile should also include
students’ trend data on the ACCESS for ELLs test. Finally, the profile should be a living
document in which teachers continuously report (at least four times a year, towards the
beginning of each quarter) the students’ strengths, areas for development, and methods of
instruction employed to meet their needs.
In order to find and retain quality educators who have the skillsets and habits of mind to
address the specific needs of ELLs, human resources’ hiring practices in schools with
populations of ELLs must be more targeted. Interview questions must be designed to unearth
applicants’ content and pedagogical knowledge specific to teaching ELLs as well as to unearth
possible biases about second language learners an applicant may possess that may hinder the
development of positive ESL teacher-student relationships.
Though the findings from this study did not uncover a statistically significant relationship
between student trust in their teachers and their success on a test of English language
proficiency, several other studies have shown the importance of trust within schools between
teachers and students (Cook-Sather, 2002; Corrigan et al., 2010; Lee, 2007; Roessingh, 2006).
These studies’ findings imply that trust, particularly between middle and high school students
and their teachers, is positively related to students’ academic success, academic motivation, and
the overall climate of the school. It is therefore suggested that school leadership teams have as
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part of their school improvement plan a goal to build trusting relationships between staff and
students. These teams must reflect upon why, specifically at their school, building trust is an
area of focus, what strategies they will employ to create and maintain trusting relationships, what
the desired impact will be, and how they will determine when they have reached that desired
goal.
Aside from this, teacher and student trust could also be strengthened through the intentional
use of physical space. One of the key components of trust development is openness (TschannenMoran, 2004). Trust between teachers and students is nurtured when teachers openly explain the
rationale behind their decisions. Trust is further nurtured when teachers encourage shared
decision making and delegation of power within their classes. To publicly display this
commitment, teachers and students could develop and post in the classroom a set of mutually
agreed-upon standards of practice (how the teacher and students should be expected to act and
what the teacher and students should be expected to do) and hold each other accountable for
honoring them.
Lastly, although the research on second language acquisition points to ELLs needing, on
average, 5-7 years to fully acquire a second language, there are students who do not attain full
second language proficiency within this time frame (Krashen, 1988). Students in middle and
high school need to be joint partners with their teachers in monitoring their English language
development. Therefore, it is recommended that teachers of second language learners engage in
ongoing discussions with students about their proficiency in each domain of language (listening,
speaking, reading, and writing) and set goals for each domain based upon their present level of
performance. Progress towards attainment of goals should be monitored three or four times per
year, ideally towards the end of each trimester or quarter, to reflect the progress made during
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each grading period and set goals for the next one. Because trust is predicated, in part, on
openness, having an open and honest conversation about goals and expectations for student
success is an essential component to further establishing a trusting relationship between teacher
and student (Tschannen-Moran, 2004).

Suggestions for Future Research

Future research is needed to better understand the contextual and individual factors that
impact students whose English language proficiency does not progress at the rate that theories of
second language acquisition suggest it should. The current study examined only one sample of
participants, and the sample was fairly homogenous. All of the students in this study came from
low-income families living in low-income neighborhoods. All of the students in this study had
been educated in the same district since beginning school. In order to better determine what
accounts for a middle schooler still needing bilingual education after 7 or more years in a
bilingual education program, I recommend having two or more groups of participants from
different districts included in future studies for the basis of comparison. The future study would
need to control for any extraneous variables not pertinent to this study. A comparison to students
from nonlow-income families might reveal, for example, that students from lower income
families have lower levels of English language proficiency than students from nonlow-income
families. If that were the case, then more emphasis would need to be placed on how to
counteract the effects of poverty on student achievement as opposed to focusing on what could
be done instructionally to raise students’ English language proficiency levels.
It is also recommended that future research examine language proficiency and reading
achievement with respect to participants’ native language reading proficiency. As has been
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shown in the extant research on second language acquisition, general reading skills are
transferrable from one language to another (Krashen, 1988). As a result, a student’s reading
skills in his or her native language that are not very strong might help to explain differences in
observed versus predicted scores on tests of English reading skills when English language
proficiency is the predictor variable.
Additionally, I recommend that future research explore what impact, if any, gender
differences has on middle school ELLs responses related to feelings of trust in their teachers and
perceptions of their teachers’ authentic leadership. In this study, the data were not analyzed
against gender lines. Nearly two-thirds of the participants were females, so if gender did play a
role in how the participants in this study responded, it would have been important to identify the
extent to which that was the case. Pappamihiel’s (2001) study of anxiety in middle school ELLs
revealed that the girls in the study reported significantly higher levels of anxiety in using English
than their male counterparts when it came to using English in mainstream, general education
classrooms. She further contended that social pressure is felt more in females than in males.
Pappamihiel’s study and the current study both measured affective constructs—the former
measured levels of anxiety, and the latter measured levels of trust and leadership perceptions.
Pappamihiel’s results demonstrated that male and female ELLs in middle schools responded
differently in a study that measured an affective construct, thus suggesting the importance of
examining gender differences in similar studies.
Aside from this, I recommend a mixed-methods approach to future studies of the same
topic. In the current study, the participants answered survey questions about the extent to which
they perceived their teachers to be authentic leaders and the extent to which they trusted their
teachers. Additional interviews, focus groups, and observational data would provide further
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clarity on the students’ perspectives in these areas as well as provide a clearer picture of what
their classroom environment was like. For example, if a group of students reported on the STF
survey that they strongly disagreed that the teachers at their school always do what teachers are
supposed to do, a follow-up focus group discussion could provide more insights into why those
students had that perception. Understanding why a perception exists is one of the most important
keys to changing that perception. Future studies could also utilize different quantitative
instruments to measure the constructs of student perception of their teachers as authentic leaders
and student trust.
Additionally, I recommend future research that tracks the academic achievement of
middle school ELLs longitudinally. It may be of particular interest to ascertain what the English
language proficiency level of each student still in the ELL program was upon first entering the
school system. An examination of common attributes or themes regarding their educational
background and family history with speaking English in the home could be investigated.
Further, if schools implemented interventions during middle school for ELLs (such as the ones
delineated in the recommendations for practice of this study), it would be of interest to learn
whether the language development of these students changed in their high school years.
Lastly, one of the most significant limitations of this study was its small sample size. Of
the 364 middle school students eligible to participate in this study, 66 chose to do so. The range
of scores on both the self-reported surveys and the English language proficiency levels was very
small. This most likely impacted the ability for any significant relationship between the
independent and dependent variables in this study to be found. A future study in which the
observable range of scores is broader would not only increase the generalizability of the study
but would also be a better means to identify whether significant relationships exist between
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middle school ELLs’ perceptions of their teachers as authentic leaders, the students’ trust in their
teachers, their English language proficiency, and their reading skills in English.

Final Thoughts

As the population of students learning ESL continues to rise in the United States,
educators and researchers alike are tasked with the job of making sure these students receive a
high-quality education and continually studying ways to further support this endeavor. It is my
belief that all students, regardless of background, should have equal access to highly skilled
teachers who believe in their students’ ability to succeed and who commit themselves to being
trustworthy people whose actions are in line with their words.
My goal was to add to the current body of research on factors that influence ELLs’
linguistic and reading success in middle schools. Though the findings from this study do not
suggest that there is a statistically significant, positive relationship between middle school ELLs’
perceptions of their teachers as authentic leaders, their trust in their teachers, and their level of
English language proficiency, the extant research on these and other social-contextual factors
suggests that it is not only individual differences between students that explain their success in
school. Beyond this, the findings from this study suggest that a statistically significant, positive
relationship exists between middle school ELLs’ language proficiency and their reading skills.
These findings demonstrate the need for middle school teachers to more solidly understand and
respond to the factors that shape the language development of students who have continually not
demonstrated full mastery on tests of English language proficiency.
Collaborative efforts between policy makers, districts, and schools are required to
develop a more informed body of educators who have the charge of ensuring the academic
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success of not only ELLs but all students. The study and awareness of contextual factors within
schools that relate to ELLs’ achievement should, in time, impact these students in a positive way
and help to achieve the goal of providing each and every child with a high-quality education that
equips them with the tools necessary to succeed at their future endeavors.
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Dear Middle School Student in U46’s Bilingual Education Program,
My name is Ms. Taylor, and I am the Principal at Garfield Elementary School in our district.
I could use your help! How, you ask? Well, I am doing a research project on middle school
students and am looking for volunteers to participate in my project. The primary purpose of my
project is to study the relationship between the following 3 variables:
1. Middle school students’ view of their teacher as an authentic leader—someone who
“walks their talk” and does what they say they are going to do
2. Middle school students’ trust in their teacher
3. Middle school students’ ACCESS scores—the test you take every January that looks at
your reading, writing, listening, and speaking skills
If you choose to participate, you will complete 2 short surveys on an upcoming school day
during your lunch period. Free pizza (or a $5 gift card to McDonald’s) will be provided and you
will be entered into a drawing for a $50 gift card to Dunkin Donuts.
You might be wondering...
Q: What does this research project have to do with me?
A: The results from this research project could show that there is a need for middle school
teachers to receive training on how to create trusting relationships with their students. The
findings could also uncover how well what teachers say and what teachers do actually match up,
from your perspective. Both of these outcomes could positively relate to greater academic
achievement for you!
Q: If I’m interested in participating in this research project, what should I do?
A: If you decide you’d like to take these 2 surveys, there are a few things you must do. First, be
sure to get your parents’ permission to participate by having them sign the included consent
form. Next, you need to sign a sheet that says you would like to participate in this research
project. This form is also included in this mailing. Last, bring the forms (stapled together) that
you and your parent signed to your ESL teacher on or before ______.
I will be coming to your school for students to take the surveys and have pizza on ______. I
will be there for every lunch period on that day. Don’t worry!
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Querido U-46 Estudiante de Escuela Intermedia en el Programa Bilingüe,
Mi nombre es Sra. Taylor, y yo soy la directora de la Escuela Primaria Garfield en
nuestro distrito. ¡Me vendría bien tu ayuda! ¿Cómo podría usted ayudarme? Bueno, estoy
haciendo un proyecto de investigación en los estudiantes de intermedia y estoy buscando
voluntarios para participar en mi proyecto. El propósito principal de mi proyecto es estudiar la
relación entre los siguientes 3 variables:
1. La percepción que tienen los estudiantes de escuela intermedia en el programa bilingüe
de sus maestros como líderes auténticos—alguien que haga lo que uno predica
2. La confianza que tienen los estudiantes de escuela intermedia en el programa bilingüe en
sus maestros
3. Los resultados del examen ACCESS de estudiantes de escuela intermedia en el programa
bilingüe —ACCESS es el examen que toman los estudiantes de escuela intermedia en el
programa bilingüe cada enero y se miden su progreso en la lectura, escritura, comprensión
auditiva y expresión oral de inglés.
Si decide participar, podría completar 2 encuestas breves sobre un día escolar próximo durante
su hora de almuerzo. Se proporcionará pizza gratis (o una tarjeta de regalo de $5 a McDonald’s)
y su nombre entrará en el sorteo de una tarjeta de regalo de $50 a Dunkin Donuts.
Tal vez se pregunte ...
P: ¿Qué este proyecto de investigación tiene que ver conmigo?
R: Los resultados de este proyecto de investigación podría demostrar que hay una necesidad de
que los profesores de la escuela secundaria para recibir formación sobre cómo crear relaciones de
confianza con sus alumnos. Los hallazgos también podrían descubrir lo bien que lo que dicen los
maestros y lo que los profesores hacen en realidad coinciden, desde su perspectiva. Ambos
resultados podrían relacionarse positivamente con un mayor rendimiento académico para usted!
P: Si estoy interesado en participar en este proyecto de investigación, ¿qué debo hacer?
R: Si usted decide que le gustaría tomar estas 2 encuestas, hay algunas cosas que debe hacer. En
primer lugar, asegúrese de obtener el permiso de sus padres. Para que participar, debe tener la
firma del formulario de consentimiento incluido. Después, usted necesita para firmar una hoja
que dice que le gustaría participar en este proyecto de investigación. Esta forma también se
incluye en este envío. Pasado, presente las formas (grapadas) que usted y su padre firmó a su
maestro/a de ESL en o antes de ______.
Voy a venir a su escuela para que los estudiantes pueden tomar las encuestas y tienen pizza
en ______. Yo estaré allí para cada período de almuerzo en ese día. ¡No te preocupes!
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I agree to allow my child/ward to participate in the research project titled The Role of
Interpersonal Trust and Authentic Leadership in the Language Development Success of Middle School
English Language Learners being conducted by Ms. Tracy Taylor, a doctoral student at Northern Illinois
University and Principal of Garfield Elementary School in U-46. I have been informed that the primary
purpose of the study is to examine the relationship between middle adolescents’ perceptions of their
teacher’s authentic leadership, their trust in their teacher, and their English language development.
I understand that if I agree to allow my child/ward to participate in this study, he/she will be
asked to do the following: complete two surveys—one that measures my child/ward’s trust in their
teachers and another that measures my child/ward’s perception of their teachers as authentic leaders. I
understand that my child will take these two surveys during their lunch period and will not miss any
instructional time by participating in this research project. The total time to complete these surveys
should take no longer than 20 minutes. As a thank you for participating in this research project, I
understand that my child will be provided pizza during their lunch period (or as an alternative, a $5 gift
card to McDonald’s). I also understand that my child will be entered into a drawing to win a $50 gift card
to Dunkin’ Donuts for participating in this research project.
I am aware that my child’s 2015 ACCESS and MAP scores will be used in the research project to
determine if a relationship exists between a student’s English language proficiency, trust in his/her
teacher, and perception of his/her teacher’s authentic leadership. The ACCESS test is a test that all
students in the bilingual program take every year. The MAP test is taken by all middle school students in
the district.
I am further aware that my son/daughter/ward’s participation is voluntary and may be withdrawn
at any time without penalty or prejudice, and that if I have any additional questions concerning this study,
I may contact Ms. Taylor at 847-888-5192 x5193 and Dr. Elizabeth Wilkins, faculty advisor, at 815-7538458. I understand that if I wish further information regarding my rights as the parent/guardian of a
research subject, I may contact the Office of Research Compliance at Northern Illinois University at 815753-8588.
I understand that the intended benefits of this study include greater student academic achievement
and better relationships between middle school students and their teachers.
I understand that all information gathered during this study will be kept confidential by giving
each participant a computer generated number that identifies to the researcher who they are, but in no way
relates back to the participants themselves. No academic data that could identify my child/ward will be
shared with any outside parties and students’ responses to surveys will not be shared with their teachers.
I understand that my consent to permit my child/ward to participate in this project does not
constitute a waiver of any legal rights or redress I might have as a result of my child/ward’s participation,
and I acknowledge that I have received a copy of this consent form.
_______________________________________
Parent/Guardian Signature & Date
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Estoy de acuerdo en permitir que mi hijo/a o pupilo/a participe en el proyecto de investigación
titulado El Rol de la Confianza Interpersonal y Liderazgo Auténtico en el Éxito de Desarrollo del
Lenguaje de los Estudiantes en el Programa Bilingüe en las Escuelas Intermedias que lleva a cabo la Sra.
Tracy Taylor, estudiante de doctorado en Northern Illinois University y la directora de La Escuela
Primaria Garfield en U-46. He sido informado que el objetivo principal del estudio es examinar la
relación entre la percepción de los adolescentes del liderazgo auténtico de sus maestros, su confianza en
los maestros, y su desarrollo del lenguaje inglés.
Entiendo que si estoy de acuerdo con permitir que mi hijo/a o pupilo/a participe en este estudio, a
él/ella se le pedirá que haga lo siguiente: completar dos encuestas—una que mide la confianza de mi
hijo/a o pupilo/a en sus maestros y otra que mide la percepción que tiene el estudiante de sus maestros
como un líderes auténticos. Entiendo que mi hijo tomará estas dos encuestas durante su hora de almuerzo
y no perderá ningún tiempo de instrucción al participar en este proyecto de investigación. El tiempo total
para completar estas encuestas no debería tomar más de 20 minutos. Como una manera de decir gracias
por la participación en este proyecto de investigación, entiendo que la investigadora le proveerá a mi
hijo/a o pupilo/a la pizza durante su hora de almuerzo (o como una alternativa, ella le proveerá a mi hijo/a
o pupilo/a una tarjeta de regalo de $5 a McDonald’s). También, entiendo que el nombre de mi hijo/a o
pupilo/a entrará en el sorteo de una tarjeta de regalo de $50 a Dunkin Donuts.
Soy consciente de que los resulatdos del ACCESS 2015 y del examen MAP de mi hijo serán
utilizados en el proyecto de investigación para determinar si existe una relación entre la habilidad del
idioma inglés de los estudiantes, la confianza en sus maestros, y la percepción del liderazgo auténtico de
sus maestros. ACCESS es una prueba que los estudiantes en el programa bilingüe toman cada año. MAP
es una prueba que todos los estudiantes en las escuelas intermedias en el distrito toman.
Yo soy consciente que la participación de mi hijo/a o pupilo/a es voluntario y se puede retirar en
cualquier momento sin penalización o prejuicio. Si tengo alguna pregunta adicional con respecto a este
estudio, puedo contactar a la Sra. Taylor en 847-888-5192 x5193 o a la doctora Elizabeth Wilkins,
consejera de la facultad, en 815-753-8458. Entiendo que si deseo obtener más información sobre mis
derechos como padre/tutor de un sujeto de investigación, puedo comunicarme con la Oficina de
Cumplimiento de Investigación de Northern Illinois University al 815-753-8588.
Entiendo que los beneficios esperados de este estudio incluyen un mayor rendimiento académico
de los estudiantes y mejores relaciones entre los estudiantes de secundaria y sus profesores.
Entiendo que toda la información recopilada durante este estudio se mantendrá confidencial,
dándole a cada participante un número generado por computadora para que la investigadora lo pueda
identificar, pero de ninguna manera se refiere al nombre de los participantes. La información académica
que pudiera identificar a mi hijo/a o pupilo/a no será compartida con terceros y las respuestas de los
estudiantes a las encuestas no serán compartidos con sus maestros.
Entiendo que mi consentimiento para permitir que mi hijo/a o pupilo/a participe en este proyecto
no constituirá una renuncia a cualquier derecho legal o reparación que podría tener como resultado de la
menor participación de mi hijo/a o pupilo/a. Yo reconozco que he recibido una copia de este formulario
de consentimiento.
_______________________________________
Firma del Padre/Tutor y Fecha
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Project Title: The Role of Interpersonal Trust & Authentic Leadership in the Language
Development Success of Middle School English Language Learners
Investigator: Ms. Tracy Taylor – Garfield School Principal
I am doing a research study about middle school students’ trust and perceptions of their
teachers and how that relates to their success on the ACCESS for ELLs test they take in January.
A research study is a way to learn more about people. If you decide that you want to be part of
this study, you will be asked to fill out two surveys at your school that should take around 20
minutes to complete during your lunch period.
If you choose to participate in this study, here are some things you could benefit from in
the long run: The results from this research project could show that there is a need for middle
school teachers to receive training on how to create trusting relationships with their students.
The findings could also uncover how well what teachers say and what teachers do actually match
up, from your perspective. Both of these outcomes could positively relate to greater achievement
for you!
When I am finished with this study, I will write a report about what was learned. This
report will not include your name or that you were in the study.
You do not have to be in this study if you do not want to be. If you decide to stop after
we begin, that’s okay too. If you or your parents have any questions, you can reach me at
Garfield at 847.888.5192 x5193 or at tracytaylor@u-46.org

If you decide you want to be in this study, please print and sign your name below.

I, _________________________________, want to be in this research study.
(Print your name here)

___________________________________
(Sign your name here)
My current grade level is: ________
My Lunch Period is: ________

______________
(Date)
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Título del Proyecto: El Rol de la Confianza Interpersonal y Liderazgo Auténtico en el Éxito de
Desarrollo del Lenguaje de los Estudiantes en el Programa Bilingüe en las Escuelas Intermedias
Investigadora: Sra. Tracy Taylor – La Directora de La Escuela Garfield
Estoy haciendo un estudio de investigación sobre la confianza y la percepción que tienen los
estudiantes de escuela intermedia en el programa bilingüe en sus maestros y la forma en que se
relaciona con su éxito en el examen ACCESS que los estudiantes que están aprendiendo inglés
toman en enero.
Un estudio de investigación es una manera de aprender más sobre la gente. Si usted decide que
usted quiere ser parte de este estudio, se le pedirá que llene dos encuestas en su escuela. Esto
debe tomar sólo alrededor de 20 minutos para completar durante su hora de almuerzo.
Si decide participar en este estudio, he aquí algunas cosas que usted podría beneficiarse a la
larga: Los resultados de este proyecto de investigación podría demostrar que hay una necesidad
de que los profesores de la escuela intermedia reciban formación sobre cómo crear relaciones de
confianza con su estudiantes. Los hallazgos también podrían descubrir lo bien que lo que dicen
los maestros y lo que los maestros hacen en realidad coinciden, desde su perspectiva. Ambos
resultados podrían relacionarse positivamente con un mayor rendimiento de usted!
Cuando haya terminado este estudio, voy a escribir un informe sobre lo que se aprendió. Este
informe no incluirá su nombre o que usted estaba en el estudio.
Usted no tiene que participar en este estudio si no quiere. Si usted decide dejar de participar
después de empezar, eso está bien también. Si usted o sus padres tiene alguna pregunta, puede
ponerse en contacto conmigo a Garfield en 847.888.5192 x5193 o al tracytaylor@u-46.org
Si usted decide que quiere estar en este estudio, por favor imprimir y firmar su nombre
abajo.
Yo, _________________________________, quiero estar en este estudio de investigación.
(Escriba su nombre aquí)
___________________________________ ______________
(Firme su nombre aquí) (Fecha)
Mi grado actual es: ________
Mi fecha de nacimiento es: ______________________________
(Mes / Día / Año)
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Reminder about your participation in Ms. Taylor’s
(Principal at Garfield) research study:

Dear Participants,
THANK YOU for agreeing to participate in my
research study.
Please come to Room _____ on _____ during
your lunch period to complete your 2 surveys
and enjoy some delicious pizza!
I look forward to meeting you!
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To whom it may concern,

This letter is to grant permission for Tracy Taylor to use the following copyright material for
his/her research:

Instrument: Authentic Leadership Questionnaire (ALQ)
Authors: Bruce J. Avolio, William L. Gardner, and Fred O. Walumbwa

Three sample items from this instrument may be reproduced for inclusion in a proposal, thesis,
or dissertation. The entire instrument may not be included or reproduced at any time in any
published material.

Sincerely,

Mind Garden, Inc.
www.mindgarden.com

Copyright 2007 Bruce J. Avolio, William L. Gardner, and Fred O. Walumbwa. All rights reserved in all medium.
Published by Mind Garden, Inc. www.mindgarden.com
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Agree

Strongly Agree

(© Adams and Forsyth, 2004)

Disagree

1. Teachers are always ready to help at this school.
2. Teachers at this school are easy to talk to.
3. Students are well cared for at this school.
4. Teachers at this school always do what they are supposed to.
5. Teachers at this school really listen to students.
6. Teachers at this school are always honest with me.
7. Teachers at this school do a terrific job.
8. Teachers at this school are good at teaching.
9. Teachers at this school have high expectations for all students.
10. Teachers at this school DO NOT care about students.
11. Students at this school can believe what teachers tell them.
12. Students learn a lot from teachers at this school.
13. Students at this school can depend on teachers for help.

Strongly Disagree

Directions: Please indicate how much you agree or disagree with
each of the following statements. Please choose the answer that is
closest to how you feel or what you think by filling in one circled
number in each row. Please answer all items, even if you are not
sure.

1
1
1
1
1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4
4
4
4

